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ABSTRACT
The purpose of this case study, using a qualitative research design, was to examine
the process of using literacy assessment portfolios (LAPs) within a cross-categorical special
education classroom to investigate whether or not using LAPs would provide distinct
information about the literacy development of two students identified with specific learning
disabilities and one student identified with autism. It also investigated whether or not the
information obtained from the LAPs would impact the teacher-LQYHVWLJDWRU¶VLQVWUXFWLRQDO
decision-PDNLQJDQGZKHWKHURUQRWXVLQJ/$3VZRXOGLQIOXHQFHSDUHQWV¶XQGHUVWDQGLQJRI
WKHLUFKLOG¶VSURJUHVVDQGVNLOOVLQWKHDUHDRIOLWHUDcy development. The outcomes of this
case study showed that student reading skills improved, their attitudes toward academic
reading improved, there was an increased awareness of their reading/writing needs and
behavior, and students self-evaluated their own progress while demonstrating increased
confidence. The outcomes for parents showed that parents not only wanted to be involved in
WKHLUFKLOGUHQ¶VSURJUHVVEXWWKDWWKHLUH[SHFWDWLRQVRIZKDWWKHLUFKLOGUHQFRXOGDFKLHYH
changed after the LAP process bHJDQ3DUHQWVDOVRUHFRJQL]HGFKDQJHVLQWKHLUFKLOGUHQ¶V
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motivation, self-awareness, and self-efficacy. Finally, this case study demonstrated that the
outcomes after implementing LAPs in the classroom helped the teacher gain a deeper
understanding of the students as learners, provided a better understanding of the importance
of ongoing dialogue, and gave the teacher the opportunity to observe the power of reflection.
Keywords: disability, literacy assessment portfolios, motivation, student-led
conferences
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Chapter 1
I ntroduction
Academic researchers continue to reveal in literature that a teacher¶V skill is more
important than any one reading methodology, and that teachers should focus their efforts on
determining what aspects of a reading program are most effective for each individual child
identified with a disability (Allington, 2012; Harris & Sipay, 1990; Heilman, Blair & Rupley,
1998). For example, Jeanne Chall (1967) located fewer than 100 studies examining reading
interventions spanning over 70 years of research and found that for every approach to reading
she uncovered as being effective, the same approach was shown as less effective in other studies.
Bond and Dykstra (1967) discovered that children read by a variety of methods and materials
DQGWKDW³QRRQHDSSURDFKLVVRGLVWLQFWO\EHWWHULQDll situations and respects than the others that
it should be considered the one best method´ (p. 75). Heilman, Blair and Rupley (1998) shared
that the teacher was the key variable in whether or no¶Vt a child was successful in learning how
to reading and fXUWKHUHODERUDWHGWKDWE\³NQRZLQJZKHQWRPRGLI\DQDSSURDFKFRPELQH
DSSURDFKHVRUXVHDGLIIHUHQWDSSURDFKWRPHHWVWXGHQWV¶QHHGVWKHWHDFKHULVDPDMRUIDFWRULQ
GHWHUPLQLQJWKHVXFFHVVRIDUHDGLQJDSSURDFK´ S ,QIDFWin another large study conducted
45 years ago, Bond and Dyskstra (1967) came to the conclusion that ³)XWXUHUHVHDUFKPLJKWZHOO
FHQWHURQWHDFKHUDQGOHDUQLQJVLWXDWLRQFKDUDFWHULVWLFVUDWKHUWKDQPHWKRGVDQGPDWHULDOV´ S
123).
These findings strongly suggest that special educators, who individualize and modify
curriculum to meet the needs of their students identified with disabilities, must understand and
continue to learn a full range of reading instructional practices because there continues to be, as
revealed by Chall in 1967, no single approach to teaching reading that is successful with all
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children. Yet, the past two decades of legislative changes (Individuals with Disabilities
Education Act, 1997; NCLB, 2001) have encouraged many states to adopt a single commercial
reading program, emphasizing that the program be used with fidelity LQKRSHVRIUDLVLQJVWXGHQWV¶
standardized test scores (Allington, 2012). The reauthorization of the Individuals with
Disabilities Education Act in 1997 (P. L. 105-17) that required all states include students
identified with disabilities in both state and local assessments with accommodations or include
them in alternate assessments for students with severe disabilities when determined by an IEP
committee. Such legislative changes in Individuals with Disabilities Education Act in 1997
provided a provision for access to the general education curriculum. The No Child Left Behind
(NCLB) Act of 2001 (P. L.107-110) further clarified this obligation by requiring states to design
and implement academic content assessments for students in math, reading and language arts,
social studies, and science. It can now be said that many educators did not initially realize that
the provisions of including all students identified with disabilities in state assessment systems
would have such an impact on curriculum.
Since the legislative purpose of mandated standardized assessment was to assess progress
within the state academic standards, this meant that special educators had to recognize that while
their students identified ZLWKGLVDELOLWLHV³FRQWLQXHWRQHHGVRPHVHSDUDWHGLVWLQJXLVKDEOHJRDOV
(e.g., therapy goals, life skills), they also need goals that are aligned with the same academic
FRQWHQWDVWKHLUW\SLFDOSHHUV´ Browder & Spooner, 2006, p. 4). Although, in the past, special
educators looked to the IEP as the central curriculum contract between special and general
education, they can no longer claim that the curriculum is the IEP (Pugach & Warger, 2001).
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Literacy and I ndividuals I dentified with Disabilities
It is important to remember that teaching reading, writing, and spelling may be a new
activity for some special HGXFDWRUVEHFDXVHWKH\PD\KDYHXQGHUHVWLPDWHGWKHLUVWXGHQWV¶
academic potential. Although the potential of some students identified with more severe
disabilities to learn these skills continues to be unknown (Browder & Spooner, 2006), it is
important to note that research has solidly documented that students with intellectual disability
can learn to read and write (Browder, Wakeman, Spooner, Ahlgrim-Delzell & Algozzine, 2006;
Katims, 2000; Kliewer, 1998; Kliewer & Biklen, 2001; Mirenda, 2003).
When working with students identified with disabilities, it is important to understand that
although a student may have a severe disability that does not mean that student will never
demonstrate skills that can be directly related to literacy. Mirenda (2003) provided an example of
an individual who has a severe disability demonstrating behaviors more associated with early
print awareness rather than just a form of self-stimulation. The following vignette is a
conversation between a parent of a 6-year-ROGVWXGHQWDQGWKDWVWXGHQW¶VNLQGHUJDUWHQWHDFKHU
demonstrates this phenomenon:
Why is Stanley sitting over there stacking blocks instead of listeninJWRWKHVWRU\"´,
DVNHG7KLVZDVP\VHFRQGYLVLWWR6WDQOH\¶VNLQGHUJDUWHQDQG,ZDVVWLOOWU\LQJWR
XQGHUVWDQGWKHFODVVURRPH[SHFWDWLRQVDQGUXOHV³2KKHFDQ¶WVLWVWLOOGXULQJVWRU\WLPH
DQGKHGRHVQ¶WVHHPWRXQGHUVWDQGWKHVWRULHVDQ\ZD\´+LVWHDFKHUUHSOLHG³:HGHFLGHG
he would benefit more from one-on-RQHLQVWUXFWLRQWRLPSURYHKLVILQHPRWRUVNLOOV´³%XW
I just saw him yesterday looking at a book about fire trucks for more than 10 minutes at
UHFHVV+HVHHPHGUHDOO\LQWHUHVWHGLQWKDW´,FRXQWHUHG³2KZHOO\HVKHKDVWKLVWKLQJ
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DERXWWUXFNERRNVEXWDOOKHUHDOO\GRHVLVµVWLP¶RQWKHSLFWXUHV:HWU\WRGLVFRXUDJH
KLPIURPWKDW´VKHH[SODLQHG³+H¶VQRWUHDOO\DUHDGHU. (Mirenda, p. 276)
Whether or not students identified with disabilities may or may not need functional skill
instruction (i.e., daily living skills), reading must also be an instructional priority (Downing,
2005). Educational systems have either denied access to literacy instruction in some way or
another or provided instruction that was ineffective (McGill-Franzen & Allington, 1991).
Unfortunately, not being able to read can affect both economic security and the general well
being of an individual (Downing, 2005; Snell, 2006). Now that special educators are required to
take a serious look at curriculum and ask questions about what their students are learning, a
method such as using a classroom-based portfolio may be beneficial when planning classroom
instruction and incorporating aspects of a VFKRRO¶Vreading program that are most effective for
each individual student. This form of assessment may provide a more holistic picture of each
VWXGHQW¶VDFDGHPLFSURJUHVVFRQWDLQLQJZRUNVDPSOHVWKDWDUHUHSUHVHQWDWLYHRIVWXGHQW
achievement at different points in time (Downing, 2005). For students identified with a
GLVDELOLW\ZRUNVDPSOHVFRXOGLQFOXGHVDPSOHVRIWKHVWXGHQW¶VVLJQDWXUHDVDPSOHVFKHGXOHWKDW
the student reads, or a book list that student has read or had read to them during the school year.
Using collected student artifacts, ongoing performance data, and examining both formal and
informal assessments might provide multiple pieces of evidence that would give more timely
UHVXOWVWRDFFRPSDQ\WKHVWXGHQWV¶VWDQGDUGL]HGDVVHVVPHQWUHVXOWV
History of Literacy I nstruction for Students I dentified with Disabilities
There are important lessons that can be learned by examining the history of literacy
instruction individuals identified with disabilities. Katims (2000) presented an overview of key
landmarks pertaining to the literacy instruction for individuals with intellectual disability during
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the last two hundred years. He placed the historical efforts into two categories. The first category
involves reductionist interventions that include decontextualized, highly sequenced and
hierarchical drill and practice instruction that taught isolated skills such as alphabet knowledge,
individual letter sounds, and word decoding skills. The second category involves literacy
interventions that are integrated and contextualized, taking a more constructivist approach to
instruction. This category includes combined reading and writing methods, using connected
texts, language experience, and other language-based approaches that are more contextually
oriented and use more semantically rich methods.
Reductionist model of instructional methods. An interesting story relayed by Katims
(2000) that within the more skills-based literacy instruction used around the 1800s, Jean MarcGaspard Itard used the association method with physiological stimulation when working with an
individual with intellectual disability as diagnosed by Philippe Pinel. 8VLQJ-XDQ3DEOR%RQHW¶V
earlier work teaching students identified with disabilities in Spain, Itard used a multisensory
kinesthetic tracing technique and systematic and direct instruction. He used this as the foundation
of his instructional procedures to study a feral child named Victor. Our present knowledge of
,WDUG¶VPHWKRGVFRPHVIURPDVHULHVRIUHSRUWVWKDWKHWUDQVPLWWHGWRWKH)UHQFK0LQLVWU\RIWKH
Interior and from his brief text, ,¶HQIDQWVDXYDJH, that was translated by George and Muriel
Humphrey (1962) as The Wild Boy of Aveyron ,WDUG ,WDUGK\SRWKHVL]HGWKDW9LFWRU¶V
behavior was arrested from social and educational neglect and, therefore, he acquired idiocy
through the isolation (Winzer, 1993). Philippe Pinel was thought to have felt differently and
maintained that Victor had been thrown in the woods because he already had intellectual
disability. His feelings were that intellectual disability resulted from hereditary influences and
that such neurological damage was irreversible (Winzer). Itard disregarded these arguments and
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worked on socialization, sensory stimulation, concept development, speech, and transfer of
learning. After instruction, Victor was able to recognize the entire alphabet and many words. He
was able to use his own writing to express his needs and desires (Winzer). In the four years that
Itard worked with Victor, the boy progressed in the areas of touch and taste but in the areas of
vision and hearing he was far less successful. Itard mourned his work as a failure because he felt
that Victor was never fully restored to society (Winzer, 1993).
In 1837, Edouard Onesimus Seguin continued the work of his mentor, Itard, by using
additional techniques such as matching wooden cut-out letters to alphabet cards and teaching
sight words with Victor (Katims, 2000). In 1839, the phosphorus alphabet was used by John
Jakob Guggenbuhl, a Swiss physician, who was the founder and director RI$EHQGEHUJ³WKHILUVW
LQVWLWXWLRQIRUSHRSOHZLWKPHQWDOUHWDUGDWLRQRQWKH(XURSHDQFRQWLQHQW´ .DWLPVS 8VLQJD
phosphorus clay pencil and the ringing of a Chinese gong each morning, radiant letters of the
Swiss alphabet were printed on a blackboard in a darkened room (Katims, 2000). Even today,
classroom teachers use multicolored alphabet letters, finger tracing, computer animated
programs, flashcards, and overhead projectors to improve instruction.
As early as 1931, the phonics approach began to emerge and educators realized the
importance of using systematic phonics instruction with students who have intellectual disability
(Katims, 2000). Samuel Kirk, who introduced the term learning disabilities, applied a
³PXOWLVHQVRU\DOSKDEHWLFWUDFLQJ method as an instructional practice for teaching reading to
VWXGHQWVZLWKPLOGRUPRGHUDWHPHQWDOUHWDUGDWLRQ´ .DWLPV2000, p. 5). This lead to manual
tracing using a multisensory approach and then three years later to the creation of a systematic
and sequential reading approach developed by Kirk, his wife, Winifred, and Thorleif Hegge
(Katims, 2000). Interestingly enough, in 1967, a young Englishman with Down Syndrome, Nigel
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Hunt, published a book called The World of Nigel: The Diary of a Mongoloid Youth, where he
described how his mother used an oral phonetic spelling technique, plastic letters and then a
VLPSOHUHDGHUWKDWKHOSHGKLPOHDUQKRZWRUHDGDQGZULWH+XQWZURWH³PRWKHUVVXFKDV*UDFH
are few and far between. One must not only have unbounded patience and a single-minded
devotion to the task at hand; one must also have faith that a goDOZLOOEHUHDFKHG´ +XQW p. 26).
7KLVVHHPVWREHKLVHORTXHQWZD\RIUHPLQGLQJXVWKHUHDGHUVKRZKLVPRWKHU¶VKLJK
expectations helped him learn how to read and write.
In 1960, the first documented attempt to use a form of technology with students who
were identified as having intellectual disability to teach literacy was the Wyckoff Filmtutor, an
automated, programmed teaching machine (Katims, 2000). This early form of technology helped
teach letters and sight words. According to Katims after a student pressed a correct answer on a
typewriter, an 8mm filmstrip in a projector would start. This was a promising new way to teach
sight words. More unique techniques shared by Katims were used throughout the 60s such as the
Progressive Choice Method (a program for teaching word decoding skills), the Initial Teaching
Alphabet (a simplified reading program using lower case letters attaching one sound to each
letter), the Computer Assisted Instruction (first documented computer program used in teaching
students with intellectual disability to read), the Words in Color Approach (uses distinct colors
for phonemes, digraphs, and dipthongs), the cognitive-behavioral approach (teaching
comprehension strategies such as self-questioning and self-recording), and the Ball, Stick, and
Bird Method where these three basic forms (ball is a circle, stick is a stick, and bird is an angle)
were used to teach the recognition of letters in the alphabet. Today, a program like Handwriting
Without Tears (Owens, 2004) uses two sizes of sticks and two sizes of half circles to teach
children how to develop capital letters.
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Constructivist model of instructional approaches. Influenced by SeguiQ¶VLGHDV0DULD
Montessori (1870-1951) developed a reading and writing approach using more integrated and
contextualized literacy instruction (Katims, 2000). When she began to work with children who
had intellectual disability, she established an environmHQWZKHUHFKLOGUHQLQ,WDO\ZHUH³IUHHWR
XVHPDWHULDOVRIWKHLURZQFKRLFHDQGDWWKHLURZQSDFH´ :LQ]HUS 6KHGHVLJQHGD
system of teaching students with intellectual disability to read and write through the use of short
connected texts, sentence strips, words cards, and the use of a multisensory approach (Katims,
2000; Winzer, 1993). It is important to note the Montessori approach was that both reading and
writing was taught simultaneously, which differed from other approaches during the time.
According to Katims (2000), later in the 1970s the language experience approach
emerged. Educators used flip charts to teach phrases, sentences, and paragraphs. Students shared
a common experience (e.g., visiting the zoo). They discussed their shared experience while the
teacher wrote down on the flipchart what the students said. This was found to be very motivating
IRUWKHVWXGHQWVEHFDXVHWKHVWRU\ZDVFRQVWUXFWHGXVLQJWKHVWXGHQWV¶VSHDNLQJYRFDEXODU\
Katims reported that unlike others who used the language experience approach, Heber stressed
WKH³WHDFKLQJRIVSHFLILFZRUGGHFRGLQJVNLOOVZLWKLQWKHFRQWH[WRIVWXGHQWV¶ dictated writings
(Katims, 2000, p. 7 +HFRQWLQXHGWRVKDUHWKDW³VWXGHQWVZLWKPLOGPHQWDOUHWDUGDWLRQZHUHDOVR
immersed in literacy-ULFKHQYLURQPHQWVE\FDUHJLYHUVWKDWUHDGVWRU\ERRNVWRWKHPUHJXODUO\´ S
7).
Immersion in a literacy-rich environment is another effective strategy for literacy
learning. Dorothy Butler documented one example of the results from being immersed into a
literacy-rich environment in 1979. She studied the literacy immersion of her young
granddaughter who had intellectual, physical, sensory, developmentally delayed, and learning
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and health disabilities. Dorothy Butler wrote Cushla and Her Books (1979) sharing the extensive
VWRU\RIKHUJUDQGGDXJKWHU¶VUHDFWLRQDQGUHODWLRQVKLSVZLWKERRNVDVHDUO\DVWKUHHPRQWKVROG
through almost 4 years old. Her story illustrated how through continuous exposure to a natural
and literature-rich environment, a child with severe disabilities was able to follow a story line,
identify the main characters within the story, and understand the actions that took place within
the story (Katims, 2000, p. 6). Butler wrote in her final remarks pertaining to the power of books:
Seven years ago, before Cushla was born, I would have laid claim to a deep faith in the
SRZHURIERRNVWRHQULFKFKLOGUHQ¶VOLYHV%\FRPSDULVRQZLWKP\SUHVHQWFRQYLFWLRQ
this faith was a shallow thing. I know now what print and picture have to offer a child
who is cut off from the world, for whatever reason. But I know that there must be another
human being, prepared to intercede, before anything can happen. (p. 107)
Another example of how early literacy immersion has been successful with students
identified with disabilities LVWKDWRI'DYLGD\RXQJER\ZLWK'RZQ¶VV\QGURPHZKROHDUQHG
how to read at a very young age. Graaf (1993) wrote about how parents of the boy, using the
ideas of Greg Doman (1964), began to realize just how much reading could help promote their
VRQ¶VVSHHFKGHYHORSPHQW7KHDFWXDOPHWKRGWKHSDUHQWVXVHGZDV³WDNHQWRJHWKHULQIRXUEDVLF
VWHSVWKDWKDGWREHDSSOLHGWRSLFWXUHVILUVWDQGWRZKROHZRUGVODWHURQµPDWFKLQJ¶µVHOHFWLQJ¶
µQDPLQJ¶DQGµFRPSUHKHQGLQJ´ *UDDIS, 1993). David was able to match and select the
words but failed to name the cards initially. The parents introduced David to his first personal
reading book that consisted of a large ring binder having the picture of the person or an object
with a corresponding word card on every page. All of the pictures were covered by a piece of
paper encouraging David to first recognize the word and then be reinforced by uncovering the
ZRUG¶VPDWFKLQJSLFWXUH$WWKHDJHRIIRXUDQGDKDOIKHZDVDEOHWRVSHDNDERXW words and
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could read most of them (Graaf). He was even able to read them when combined to make little
sentences. David continued to make progress that inspired his parents to write the following:
If even we, as inexperienced parents with their first child, not hindered by any
professional knowledge and against all emphatic recommendations, have been able to
reach the foregoing results, then with the proper support, in the future many children with
'RZQ¶VV\QGURPHVKRXOGEHDEOHWRUHDFKWKHVDPHUHDGLQJSUoficiency earlier or a
higher proficiency at the same age as our David has now. (Graaf, p. 90)
The unnamed authors of the first textbook on intellectual disability recommended the use
of more holistic and contextualized literacy approaches for students who have intellectual
disability who based their conclusions on the research of Katims (2000) that was successfully
conducted with students who had learning disabilities. This idea was somewhat of a landmark in
the area of literacy instruction since students identified with disabilities were presumed by many
to be incapable of engaging in literature rich learning processes. In the past practitioners seemed
WR³GH-emphasize literacy learning and concentrate more heavily on social, personal, and
vocational related curriculum domains for students with intellectual disability (Katims, p. 9). In
fact, Allington (1983) found that students identified with disabilities rarely experienced meaningfocused interactions when working with books as he had witnessed general education students
experiencing in their classroom environments because reading instruction in the special
education environments was focused on learning isolated words. Allington concluded that
instructional time was quite often spent working alone on isolated word and letter-sound
worksheets focused around outdated and ineffective remedial strategies.
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Legislative Landmarks
Influenced both by research, integration, and then inclusion, beliefs about curriculum for
students identified with a disability have greatly changed over the last 50 years. Before the
Education for All Handicapped Children Act of 1975 (P. L. 94-142) and Individuals with
Disabilities Education Act of 1990, students identified with disabilities were considered to be
fortunate to receive their education in school programs situated in church basements and private
RULQVWLWXWLRQDOL]HGVHWWLQJV 6QHOO ³,'($LVKLVWRULFDOO\WLHGWRWKHILUVWSLHFHRI
legislation in 1975 that addressed educating all children with disabilities (Education for All
Handicapped Children Act of 1975; P. L. 94- ´ %URZGHU 6SRRQHUS[YLL 
However, in most cases, their education was separate from their peers without disabilities, and
they were often warehoused in special wings or basements of whatever schools they attended,
regardless of their age and size (Browder & Spooner). Fortunately, efforts to teach functional and
PHDQLQJIXOVNLOOVDQGWRUHVSHFWWKHVWXGHQW¶VFKURQRORJLFDODJHEHJDQWRHPHUJH%URZGHUDQG
Spooner reported that integration was defined as mixing students identified with disabilities with
their peers during non-academic times such as lunch, music. This eventually led to inclusion that
refers to students as full time members of a general education classroom rather than just visitors
(Browder & Spooner). While many people still hold stereotypes and assumptions about teaching
individuals identified with disabilities meaningful academics, I strongly believe those
assumptions need to be challenged and fully examined given that NCLB and then Individuals
with Disabilities Education Act of 1990 as amended in 1996 and then reiterated in 2004; now
requires states to provide access to the general education curriculum for all students including
those with disabilities.
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As discussed earlier³1R&KLOG/HIW%HKLQGDIIHFWVDOOVWXGHQWVLQJHQHUDOHGXFDWLRQ
programs and students identified with disabilities who attend special education programs for part
RUDOORIWKHLULQVWUXFWLRQ´ <HOOHWDOS 1&/%$FWRI 3/-110) which is the
most recent reauthorization of the Elementary and Secondary Education Act (ESEA) (P. L. 8910) directly impacted students identified with disabilities by expanding testing requirements to
include all students to assess progress, making sure accountability was placed on school districts
to show adequate yearly progress for all students, and mandating that instruction that has been
research based be implemented for all students. Wright et al. (2006) explained that NCLB was
an attempt to impede low expectations and insufficient focus on applying replicable research on
proven methods of teaching and learning for children with disabilities (Section 1400(c)(4).
Despite the sweeping nature of NCLB, the aspect of this law that has the greatest impact on our
schools is the accountability previsions. This accountability mechanism of NCLB is adequate
yearly progress (Yell et al.). In essence, lawmakers passed legislation to ensure that all students
would make progress on academic content standards that had been set by each state.
NCLB requires that all students, including those identified with disabilities, must be
included in state and district educational assessments because legislators evidently believed that
such assessments serve as the best direct indicator of what the students have learned through
their instruction (Yell et al., 2006). The intent for including these test results from students
identified with disabilities and other diverse groups of students with those of the entire student
population was to protect such students from being excluded and to ensure that the schools
UHFHLYHFUHGLWIRUWKHSURJUHVVRIDOOVWXGHQWV <HOOHWDO 7KHVHUHVHDUFKHUVDOVRVKDUHGWKDW³LI
the standardized assessment is not appropriate for the student, even with accommodations, their
SURJUHVVPXVWEHPHDVXUHGXVLQJDQDOWHUQDWHDVVHVVPHQW´ S $OWHUQDWHDVVHVVPHQWVFDQEH
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used when they are based on alternate achievement standards, but they must align to grade-level
FRQWHQWVWDQGDUGV7KLVPHDQVWKDW³ZKHUHDVWKHoverall expectations (i.e., achievement
standards) may describe student skills that are significantly below grade level or clearly
differentiated in achievement, the assessment should include math and reading content that
aligns with the standards, curriculum activities, and materials that are used by same-age/grade
SHHUV´ .HDUQV%XUGJH&OD\WRQ'HQKDP .OHLQHUWS 
The legislative mandates discussed above require special education teachers to focus on
helping their students work toward proficiency on mandated standardized tests which would also
helps their schools meet the Adequate Yearly Progress requirements of NCLB (Yell et al., 2006,
p. 37). To provide effective instruction, teachers need to conduct relevant and meaningful
assessments and tie those results into strategies research has demonstrated to be effective.
)LQDOO\³WHDFKHUVQHHGWRFROOHFWPHDQLQJIXOGDWDRQWKHLUVWXGHQWV¶SURJUHVVWRHQVXUHWKDWWKHLU
instructional programs are working and to make accurate decisions regarding when
SURJUDPPDWLFFKDQJHVPXVWEHPDGH´ <HOOHWDOS 
One meaningful way to monitor progress and gain information to plan appropriate
instruction may be in the form of a classroom-based portfolio assessment. Some believe that a
portfolio could be a useful tool for students identified with a disability EHFDXVH³WKH\DOORZIRU
WKHFROOHFWLRQDQGFRPPXQLFDWLRQRIDXWKHQWLFGDWDDFURVVDYDULHW\RIVNLOODUHDVDQGVHWWLQJV´
(Carothers & Taylor, 2003, p. 121). These researchers argue that classroom-based portfolios
FRXOGVLPSOLI\FRPPXQLFDWLRQE\³HQDEOLQJDOOSDUWLFLSDQWVLQWKHVWXGHQW¶VOLIHWRDVVLVWLQWKH
VWXGHQW¶VGHYHORSPHQW´ S &DURWKHUVDQG7D\ORUJRRQWRH[SODLQWKDWSRUWIROLRVFRXOG
provide a variety of information topics that would be collected in one place, and also that
³SRUWIROLRVFDQPDNHLWHDV\WRQRWLFHZKHQQHZVNLOOVDUHHPHUJLQJ´ S  This would be
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especially important when working with students whose reading development takes a flat and
longer trajectory than a single year in a classroom and therefore would help teachers better
XQGHUVWDQGWKHHQWLUHW\RIDVWXGHQW¶VGHYHORSPHQWZKHQWKRVHSRUWIROLRVZHUHGHYHORSHGDQG
HQKDQFHGRYHUDVWXGHQW¶VWLPHLQVFKRRO
Because many students identified with a disability make progress in small steps, using a
classroom-EDVHGDVVHVVPHQWSRUWIROLRPLJKWEHDQHIIHFWLYHPHDQVRIPHDVXULQJWKHVHVWXGHQWV¶
progress that would complement the required standardized assessments. The required
standardized assessment to evaluate Adequate Yearly Progress does not provide sufficient
information to guide instruction. Such information needs to be collected and used on a more
frequent and regular basis in order to make accurate decisions regarding when curriculum
modifications must be made.
A systematic collection of ongoing performance data measuring acquisition and
generalizations of specific skills can be accommodated within a classroom-based assessment
portfolio, with the immediate results available to guide classroom instructional changes if
needed. In fact, a classroom-EDVHGOLWHUDF\DVVHVVPHQWSRUWIROLRFDQ³DFFRPPRGDWHDYDULHW\RI
student demonstration techniques including systematic instructional data collection systems,
VWXGHQWZRUNVDPSOHVDQGYLGHRRUDXGLRWDSHGSHUIRUPDQFHHYHQWV´ Kearns et al., 2006, p.
292). A question that has not been fully examined is whether or not classroom-based portfolio
assessment can provide students identified with a disability the opportunity to demonstrate what
they have learned within the context of daily instruction aligned with grade-level content
standards.
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Background of the Problem
Deficit vs. ability models. One of the greatest challenges that many educators have faced
in the past 25 years is how to effectively assess students with diverse abilities. History has shown
us that special education assessment teams have relied almost exclusively on the use of
VWDQGDUGL]HGWHVWV 6RRGDN 3DUNH ³$WWKHWLPHZKHQWKHILHOGZDVFKDUDFWHUL]HGDVRQH
of deficit, these tests were used to determine the extent and type of deficiencies present in
VWXGHQWVZKRZHUHUHIHUUHGWRVSHFLDOHGXFDWLRQ´ 6RRGDN 3DUNHS $PRYHPHQWWRZDUG
more meaningful assessment information led to a performance based approach (i.e., authentic
assessment). This approach focused more on what students can do rather than on what students
FDQQRWGR6RRGDNDQG3DUNHZURWHWKDW³IRFXVLQJRQDELOLW\UDWKHUWKDQGLVDELOLW\KDVFUHDWHGWKH
QHHGIRUPHWKRGVDQGPDWHULDOVWKDWGLVSOD\VNLOOVUDWKHUWKDQGRFXPHQWGHILFLHQF\´ S3).
Soodak and Parke (2003) identified several factors in special education that are involved
in the movement toward more authentic types of assessment. One factor involves the state and
federal laws that regular special education services when legislatorV¶ZRUNWRILQGWKHEHVWZD\WR
assure a free and appropriate education for students identified with disabilities. Specifically, P.
L. 94-142 established the six principles for special education service delivery and indirectly
impact assessment procedures. These principles include such as zero reject, nondiscriminatory
assessment, individualized education programs, least restrictive environment, due process, and
parental participation. Soodak and Parke also noted that although P. L. 94-³SURYLGHV
guidelines for conducting fair and unbiased student evaluations, it does not mandate the types of
assessment measures that should be used in determining eligibility, developing instructional
SODQRUPRQLWRULQJVWXGHQWSURJUHVV´ S .
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For the purpose of this VWXG\WKHTXHVWLRQWKDWVWLOOUHPDLQVLVZKHWKHURUQRWVXFKD³RQHVKRW´WHVWLQJDSSURDFKSURYLGHVHQRXJKLQIRUPDWLRQIRUVSHFLDOHGXFDWRUVWRPDNHLQVWUXFWLRQDO
changes that would facilitate the progress of identified with disabilities. Using classroom-based
literacy assessment portfolios might add another dimension to the holistic picture of the progress
made or not made toward grade-level content standards by students identified with disabilities.
Statement of the Problem
M eaningful assessment and instruction. :KHQ VWXGHQWV¶ FXUUHQW NQRZOHGJH DQG VNLOO
do not match the instructional program they are participating in, students quite often fail to learn
(Allington, 2012). Teachers must make informed decisions about the instructional methods they
use and be able and willing to modify or change those methods if student data do not
demonstrate progress. Teachers should be able to develop and conduct relevant and meaningful
assessments that will determine instructional interventions that are appropriate for that student.
For example, if data indicate that a student is having difficulty learning key concepts or skills in
WKHJHQHUDOFXUULFXOXPPRGLILFDWLRQVWRWKHFXUULFXOXPRULQWKHWHDFKHU¶VLQVWUXFWLRQDOVWUDWHJLHV
should be put in place based on the studenW¶V HGXFDWLRQDO QHHGV DV VKRZQ LQ DVVHVVPHQW 7KLV
would provide the foundation for meaningful instruction.
I proposed to monitor progress of students identified with disabilities in the area of
literacy development using a classroom-based portfolio assessment. This type of assessment has
several potential benefits in that this data may help the teacher: (a) guide and modify instruction,
(b) inform his or her decisions on curriculum changes, (c) contribute to future IEPs and
reevaluation data, (d) provide data to share with students with the potential of increasing their
motivation, (e) provide student progress information to parents and other education professionals
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to encourage collaboration on literacy progress, and (f) hold high expectations about his or her
students.
Purpose of Study
In order for classroom-based portfolio assessments to be useful in a special education
environment, more research needs to be done (Pierangelo & Giuliani, 2002, p.19). Since
qualitative studies in the form of case studies typically focus on small samples or on individuals,
they can be especially valuable in helping teachers understand how particular programs or
approaches affect individuals who may not represent the mainstream or average student.
I proposed to conduct a case study to examine the process of using classroom-based
literacy assessment portfolios to document the progress of three fourth and fifth grade studentparticipants identified with a disability. This study took place in a cross-categorical special
education classroom. This study is based on the premise that using a form of an alternative
assessment (i.e., classroom-based literacy assessment portfolios) combined with information
from formal and informal assessments and continuous observational notes would provide a more
FRPSUHKHQVLYHDQGKROLVWLFFROOHFWLRQRILQIRUPDWLRQDERXWVWXGHQWV¶SURJUHVVDQGLQVWUXFWLRQDO
needs. Doing a case study in this area could add to the special education literature by examining
how classroom-based portfolios could enable student participants identified with a disability to
demonstrate what they are learning within the context of daily instruction aligned with gradelevel content standards. Another aspect of this case study that has the potential to impact the field
of special education is through a comprehensive analysis of my daily teaching reflection notes
discussing why curriculum and instructional decisions were made for individual student
SDUWLFLSDQWV)LQDOO\SDUHQWV¶LQYROYHPHQWLQWKHLUFKLOG¶VHGXFDWLRQKDVEHHQFRQVLdered to have
SRWHQWLDOIRUEHQHILWLQJDFKLOG¶VDFDGHPLFSHUIRUPDQFH :LHQHU &RKHQ . Using
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classroom-EDVHGOLWHUDF\DVVHVVPHQWSRUWIROLRVLQP\FODVVURRPFRXOGLQIRUPSDUHQWV¶
XQGHUVWDQGLQJRIWKHLUFKLOG¶VSURJUHVVDQGVNLOOVLQWKHDUHDRIOLWHUacy.
Questions Addressed
By implementing portfolios within an elementary school special education classroom as a
method to document progress in literacy skills for students identified with a disability, I hoped to
effectively answer the following questions within this study: (a) do classroom-based literacy
assessment portfolios provide distinct information about the literacy development of students
identified with a disability, and if so, in what ways; (b) does information obtained from
classroom-based literacy portfolios impact my (as the teacher-participant) instructional decisionmaking and if so, in what ways; (c) does the use of classroom-based literacy assessment
SRUWIROLRVLQIOXHQFHSDUHQWV¶XQGHUVWDQGLQJRIWKHLUFKLOG¶VSURJUHVVDQGVNLOOVLQWKHarea of
literacy and if so, in what ways.
Background of Using Portfolios
Portfolios have been utilized since the 1950s or earlier. For example, parents often
FROOHFWHGLWHPVIRUPHPRU\ER[HVIXOORIWKHLUFKLOGUHQ¶VVSHOOLQJWHVWUHVXOWVUHSRUWFDUGVDQd
the important plaster hand imprint plates given on various holidays (Herbert, 2001). Parents
selected each item and placed it in the memory box. Each item represented a new skill that was
learned or milestone that was achieved. Looking back at those memory boxes, each item seemed
to form a part of the identity of a child and the milestones accomplished during that childhood.
Using portfolios in the classroom can also be an instrument or memory box that would
DOORZ³DOOFKLOGUHQWREHVXFFHVVIXOLQRUJDQL]LQJWKHVWRU\RIWKHLURZQOHDUQLQJ´ +HEHUW 2001,
p. 63). Other types of classroom-based portfolios include those that are showcase, reflective,
goal-based, development portfolios, or proficiency portfolios. Smith, Brewer and Heffner (2003)
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wrote that portfolios can be used as a showcase that holds art samples and work that the child has
participated in during the school year including anecdotal records pertaining to factors that
encourage or discourage a particular student (e.g., types of praise, marking papers). Smith et al.,
also shared that a classroom-based portfolio could be used as a reflective tool that would be able
to demonstrate a specific dimension of learning (e.g., numeracy) or a goal-based portfolio that
could assess IEP objectives (e.g., letter recognition). Barrett (2003) described another type of
classroom-based portfolios such as developmental portfolios designed to demonstrate student
improvement and growth while including student work samples and student self-reflection. She
continues to share that proficiency portfolios hold collections of evidence that demonstrate
competence and/or mastery of a particular content area which would include standardized test
score results.
Uses for portfolios. There have been many working definitions of the term portfolio.
Some describe a portfolio as a collection of work samples while others describe a portfolio
assessment as individual collections of daily drawings, photographs, writing samples, audiotapes,
video recordings, and other materials that provide visual and/or auditory documentation of a
FKLOG¶VVWUHQJWKV &DUSHQWHU 5D\6PLWKHWDO %HQVRQDQG6PLWK  
HPSKDVL]HWKDWSRUWIROLRDVVHVVPHQWLQYROYHV³DVVHVVLQJFKLOGUHQ¶VSURFHVVHVRIOHDUQLQJDVZHOO
as the products they creDWH´ S +HUPDQDQG:LQWHUV  QRWHGWKHIROORZLQJ
Well-designed portfolios represent important, contextualized learning that requires
complex thinking and expressive skills. Traditional tests have been criticized as being
insensitive to local curriculum and instruction, and assessing not only student
achievement but aptitude. Portfolios are being heralded as vehicles that provide a more
equitable and sensitive portrait of what students know and are able to do. Portfolios
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encourage teachers and schools to focus on important student outcomes, provide parents
and the community with credible evidence of student achievement, and inform policy and
practice at every level of the educational system. (p. 48)
Educators have utilized portfolios in a variety of ways as a means of authentic
assessment. For example, Gronlund and Engel (2001) used a Focused Portfolio process by
asking teachers to authentically assess children by carefully observing their everyday interactions
within the classroom. Working primarily with infants, toddlers, and preschoolers in child care
FHQWHUVWKHUHVHDUFKHUVZDQWHGWRXVHDSRUWIROLRV\VWHPWRGRFXPHQWDQGWUDFNHDFKFKLOG¶V
ongoing developmental milestones, such as thinking, reasoning, and problem solving; emotional
and social competency; language and communication; and gross- and fine-motor development.
Staff members reflected in their written observations discussing the developmental milestones
that children were making. This type of structured observed was very effective in documenting
WKHFKLOGUHQ¶VSURJUHVV
Another way that classroom-based portfolios were used as a means of authentic
assessment was when Cooper and Brown (1992) demonstrated that portfolios could be a valuable
source for summative evaluation by teacher and student. By the end of the grading periods, they
provided an accurate measure of what the students had accomplished. Cooper and Brown also
SRLQWHGRXWWKDWWKHSRUWIROLRKDVWKHSRWHQWLDOIRUIRUPDWLYHDVVHVVPHQWVLQWKDWZKHQ³VWXGHQWV
make tentative selections for portfolios and especially when they compile interim portfolios,
evaluate them, and reflect on what they notice, they can reinforce their own learning processes
DQGVHWJRDOVIRUIXWXUHOHDUQLQJ´ &RRSHU %URZQS 
Calling for a need for more holistic assessment strategies that were more responsive to
the needs of students with behavior disorders and learning disabilities, Swicegood (1994) pointed
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RXW³SURIHVVLRQDOHGXFDWRUVPXVWPRYHDZD\IURPHYDOXDWLYHSUDFWLFHVWKDWH[KLELWVWDWLFRQHshot, product-RULHQWHGGLPHQVLRQV´ S +HDUJXHGWKDWHYDOXDWLRQVKRXOGEHRQJRLQJDQG
dynamic, casting a qualitative light not only what that student knows and can do but how he or
she does it and what they think about. Finally, he wrote that it is also important to know from
what language and cultural background the child is processing the new information and
H[SHULHQFHV,QFRQFOXVLRQ6ZLFHJRRGHQYLVLRQHGWKDW³WHDFKHUVZKRIDFHWKHFKDOOHQJHRI
preparing students with learning disabilities or emotional or behavioral disorders must adopt new
PHWKRGVDQGFRQFHSWXDOVFKHPHVIRUVWXGHQWDVVHVVPHQW´ S +HVKDUHGWKDWXVLQJVWXGHQW
portfolios in placement and instructional planning contexts, as well as letting it help design IEP
goals and objectives, can add both depth and breath to the entire intervention process.
Defining a purpose for a classroom-based portfolio. One of the most important steps in
using classroom-based portfolios is defining the purpose for which it will be used. It is important
to determine whether the classroom-based portfolio will be a reflection tool, an evaluation tool, a
documentation tool to show student growth over time, or just a mechanism to show student
work. Experts have pointed out that there are usually two basic reasons for doing portfolios ±
assessment and instruction (Arter, Spandell & Culham, 1995). These researchers continued by
ZULWLQJ³DVVHVVPHQWXVHVUHODWHWRNHHSLQJWUDFNRIZKDWVWXGHQWVNQRZDQGFDQGR,QVWUXFWLRQDO
uses relate to promoting learning ± stXGHQWVOHDUQVRPHWKLQJIURPDVVHPEOLQJDSRUWIROLR´ S 
Classroom-based portfolios with assessment designated as their purpose tend to be more
structured (i.e., uniformity of included items), have performance criteria allowing for evaluation
of student work to monitor student growth, use self-reflection techniques to gain insight about
student achievement, and require more time for teacher to manage (Arter et al., 1995). These
researchers further elaborated that classroom-based portfolios used for instructional purposes
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tend to belong more to the student, be less structured, have a performance criteria for use by
student (i.e., self-reflection), treat the act of student self-reflection as an essential part of
learning, and require more time on the part of students to manage. Finally, Arter et al. pointed
RXWWKDW³RQFHWKHSXUSRVHLVFOHDUTXHVWLRQVDERXWZKDWJRHVLQZKRGHFLGHVXVHVRIFULWHULD
and how self-UHIOHFWLRQLVXVHGDUHPXFKHDVLHUDQGPRUHORJLFDO´ S :KHQFODVVURRP-based
portfolios are used for assessment, teachers could collect multiple samples of student work over
WLPHJLYLQJWKHPD³EURDGHUPRUHLQ-depth look at what students know and can do; base
DVVHVVPHQWRQPRUHµDXWKHQWLF¶ZRUNKDYHDVXSSOHPHQWRUDOWHUQDWLYHWRUHSRUWDQd
VWDQGDUGL]HGWHVWVDQGKDYHDEHWWHUZD\WRFRPPXQLFDWHVWXGHQWSURJUHVVWRSDUHQWV´ $UWHUHW
al., p. 2). For the purpose of instruction, the process of developing a classroom-based portfolio
FDQKHOSVWXGHQW¶VGHYHORSVHOI-reflection skills, use critical thinking skills, have a better
understanding of the progress they make, and to take responsibility for their learning.
Types of portfolio content. Once the purpose has been decided, it will guide what type of
content or student work goes into the classroom-based portfolio. There are essential elements
that a classroom-based portfolio should contain such as a cover letter that would include
something about the author of the portfolio and a summary letter focused on personal progress
made during the year (Kemp & Temperoff, 1998). These researchers advise a table of contents
with numbered pages and core entries that students need to include. Dates need to be placed on
all the entries to monitor growth over time and both writing drafts and final copies need to be
included. Finally, Kemp and Temperoff suggest the students reflect on the progress of their
classroom-EDVHGSRUWIROLRDUWLIDFWE\DQVZHULQJWKHIROORZLQJTXHVWLRQV D ³:KDWGLG ,OHDUQ
from it, (b) What did I do well, (c) Why (based on the agreed teacher-student assessment criteria)
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did I choose this item, (d) What do I want to improve in the item, (e) How do I feel about my
SHUIRUPDQFHDQG I :KDWZHUHWKHSUREOHPDUHDV´ S 
)LQDOO\*HOIHUDQG3HUNLQV  ZURWH³SRUWIROLRVUHSUHVHQWWKH VWXGHQWV¶VRFLDO
cognitive, emotional, creative, and physical performance and development pertinent to the
OHDUQLQJDFWLYLWLHVWKHVWXGHQWH[SHULHQFHGLQWKHHGXFDWLRQDOVHWWLQJ´ S *HOIHUDQG3HUNLQV
go on to list content that might be included such as current IEPs and lists of student objectives,
audiotapes of students reading, reading lists and reviews, student observations that would include
anecdotal observation records, checklists (e.g., developmental, criterion referenced, behavior),
and primary language samples.
Developing a process. Review of the professional literature on classroom-based
portfolios revealed that experts in this area consistently recommend that teachers need to
HVWDEOLVKDV\VWHP LHSURFHVV IRU³GHFLGLQJKRZDQGZKHQWhey and their students will place
LWHPVLQWKHSRUWIROLR´ *HOIHU 3HUNLQVS 0DQ\WHDFKHUVEHOLHYHWKDWZKDWJRHVLQWR
the classroom-based portfolio should be shared by the student, the teacher and the parents. Krest
(1990) shared that in a portfolio writing project, once the high school students realized that not
every piece of writing they composed was graded, they used their papers to find ideas they
would normally not write about if they thought the paper would be graded. In fact, the teacher in
WKDWSRUWIROLRZULWLQJSURMHFWZURWHWKDWWKHLUSRUWIROLREHFDPH³DOLYLQJEUHDWKLQJ
GRFXPHQWDWLRQQRWRQO\RIKRZDVWXGHQWLQWHUSUHWVDQGDSSOLHVDQRWKHU¶VUHPDUNVLQFOXGLQJ
mine, but also of how the student struggles with ideas and works to comPXQLFDWHLQZULWLQJ´
(Krest, p. 30).
Some guidelines offered through the literature suggest that a teacher have classroombased portfolio conferences with students at least once a month depending on what is needed.
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This will give a student the opportunity to share their understanding of a concept while giving
the teacher an indicator and opportunity to instruct the student on that concept if it is not clearly
understood by the student. The conferences can be another good opportunity to discuss a
VWXGHQW¶VSHUIRUPDQFHWKDWFRXOGKHOSLQOHVVRQSODQGHYHORSPHQW³7KHREMHFWLYHVRIWKH
portfolio conference are to (a) identify areas that need improvement, (b) provide suggestions for
growth, (c) acknowledge successful individual growth and development, (d) demonstrate the
potential of the students work, and (e) help students design a plan of action to build skills and
FUHDWLYLW\´ *HOIHU 3HUNLQVS 
)LQDOO\.HPSDQG7RSHURII  UHPLQGHGXV³UHIOHFWLRQDQGVHOI-assessment do not
come naturally WRSHRSOHZKRKDYHKDGOLWWOHSUDFWLFHLQLWDQGUHTXLUHVOHDUQHUWUDLQLQJ´ p.7).
7KH\HQFRXUDJHWKHLUUHDGHUVWRDVNWKHVWXGHQWTXHVWLRQVVXFKDV³:KDWGLG,OHDUQIURPWKLV
DFWLYLW\"´DQG³+RZZRXOG,LPSURYHWKLV"´$WHDFKHUFDQVWDUWZLWKPRUHVWUXFtured reflection
activities, have the students practice with a peer, and then slowly work into oral reflections with
WKHWHDFKHU.HPSDQG7RSHURIIDOVRUHPLQGHGWKHLUUHDGHUVWKDW³WKLVLVWUDLQLQJLQDOLIH-skill,
and is well worth the time and effort spHQWLQFODVV´ S 
Evaluating the product. A classroom-based portfolio can be used as an evaluation tool
documenting academic and developmental growth. Tests made by the teachers, criterionreferenced tests, and standardized test results can all be used to demonstrate student
performance. Various reading skill tests for phonemic awareness assessment can be included as
well as reading fluency measures, comprehension quick checks, and miscue analysis. Self and
peer-assessment can also be used as a tool for formative evaluation. Another idea is to have the
student write a letter about the classroom-based portfolio giving feedback on what improvements
WKH\ZRXOGPDNH$OWKRXJK³WHDFKHUVDOUHDG\KDYHEXV\VFKHGXOHVWKHSRUWIROLRDVVHVVPHQW
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approach provides flH[LELOLW\FROODERUDWLRQDQGGRFXPHQWDWLRQRIWKHVWXGHQWV¶SURJUHVVDQGFDQ
EHEHQHILFLDOWRWKHWHDFKHUSDUHQWVDQGWKHFKLOG´ *HOIHU 3HUNLQVS 
Benefits and Challenges of Using Classroom-based Portfolios
There are many potential benefits to using classroom-based assessment portfolios in the
classroom. In fact, many benefits have already been pointed out. Kemp and Toperoff (1998)
VKDUHWKDWSRUWIROLRDVVHVVPHQWVKHOS³PDWFKDVVHVVPHQWWRWHDFKLQJKDYHFOHDUJRDOVDQGJLYHV
an in depth SURILOHRIWKHOHDUQHUVDELOLWLHV´ S $ZLGHUDQJHRIVNLOOVFDQDOVREH
demonstrated such as growth (i.e., efforts to improve and develop over time), and awareness of
ones own learning (i.e., self-assessments, reflections). Portfolio assessment also caters to
different learning styles and the expression of different strengths, develops social skill
development (e.g., assessing work in peers or groups), can improve motivation for learning (e.g.,
students have the mechanism to prove achievement), a tool for demonstrating learning all in one
package, and provides the opportunity for student-teacher conferences (i.e., promotes goalsetting) (Kemp & Toperoff, p.3).
Benson and Smith (1998) point out that portfolios offer children unique opportunities
such as shared decision-making and control in learning; examination of individual work and
growth; active participation in the literacy and learning process; reflection on student strengths as
ZHOODVZHDNQHVVHVHQJDJHPHQWLQVWXGHQW¶VRZQSHUVRQDOVWRU\RIKow learning ideas takes
place; self-assessment of ongoing growth; greater responsibility for learning; and improved skills
in an authentic setting (Bensen & Smith). In the beginning of their study, Benson and Smith
point out that the power of the portfolio LVWR³FRPPXQLFDWHZLWKIDPLOLHVWKHLPSURYHPHQWRI
VWXGHQWV¶DELOLWLHVWRVHOI-assess and set goals, and the usefulness of portfolios in guiding teachers
LQVWUXFWLRQDOGHFLVLRQV´ S 
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The literature has also pointed out areas of challenge when it comes to implementing
portfolios within the classroom. Teachers have expressed their concerns about lack of time to
prepare and implement student portfolios (Thompson & Baumgartner, 2008). For example, it is
likely that assessment portfolios require a lot of work and time to develop, but in a time when
data-collection is required, it may be a needed tool. Another challenge in using portfolios is that
since the portfolios contain a variety of artifacts, they can be messy and sometimes hard to store.
Sometimes portfolios are nothing but a collection of stuff with no real direction. Portfolio
assessment can be initiated without a clear purpose that lacks set standards or criteria. The
flexibility and nonstandard format of portfolio assessment can be a disadvantage if the
assessment purpose is not determined ahead of time.
Using Portfolios in Special Education. Unfortunately, people identified with disabilities
have been and often continue to be represented in terms of their needs, deficiencies, or inabilities
rather than their strength areas. Simply, what students identified with disabilities cannot do is
emphasized to a much larger degree over what they can do. This may be why some teachers are
relying less on norm-referenced, standardized tests and using alternative types of data collection
WRJHWPRUHDXWKHQWLFDVVHVVPHQWRIWKHLUVWXGHQWV¶SURJUHVVWRZDUGJRDOV3RUWIROLRVKDYHWKH
potential to give teachers a way to collect and present a variety of performance data
communicating a rich and comprehensive portUD\DORIWKHLUVWXGHQWV¶DFFRPSOLVKPHQWV$V
SRLQWHGRXWE\&DUSHQWHUDQG5D\  ³SRUWIROLRVFDQEHSDUWLFXODUO\HIIHFWLYHLQHVWDEOLVKLQJ
DXWKHQWLFDVVHVVPHQWSURFHGXUHVLQVSHFLDOHGXFDWLRQ´ S %RWKUHVHDUFKHUVJRRQWRH[SODLQ
that portfolios can be used to document eligibility, help teachers plan instruction, become a
system to monitor program toward IEP goals and objectives, and a way to communicate the
VWXGHQWV¶SURJUHVVEDVHGPRUHRQWKHVWXGHQWV¶VWUHQJWKV
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In essence, this requires that schools provide more effective instruction by providing
early intervention for those students who are having difficulty with learning how to read and
gives states the option of using a Response to Intervention method which requires data collection
and documentation on how a student responds to intensive reading instruction before they are
referred for a special education evaluation (Brown-Chidsey & Steege, 2005). Portfolio data could
greatly contribute to such judgments by showing growth patterns over time, areas of reading
GHILFLWVUHVSRQVHWRLQWHUYHQWLRQVWKDWZHUHXVHGDQGHYHQSURYLGLQJDQLQVLJKWLQWRDVWXGHQW¶V
own perceptions of his or her achievements (Carpenter & Ray, 1995). Finally, quite often other
IRUPVRIDVVHVVPHQWIRFXVPRUHRQVWXGHQWV¶Geficits whereas portfolios can show students what
they can do and how well they can accomplish that skill.
Another positive benefit of using portfolios in special education is that portfolios do not
compare children to other children but rather they provide a comprehensive view of individual
children within the context of the school program (Appl, 2000). In fact, Campbell, Milbourne,
and Silverman (2001) pointed out that portfolios might be a means to create more positive
teacher attitudes toward students identified with disabilities. Campbell et al. showed that the
SHUFHSWLRQVRIVRPHHGXFDWRUVRIDQLQGLYLGXDOVWXGHQW¶VGLVDELOLW\RUQHHGVPLJKWIXQFWLRQPRUH
as a barrier to successful inclusion within the school environment. Other benefits that Appl
(2000) points out is that teachers using portfolios would be able to more effectively integrate
assessment and instruction and that this process would give a wealth of information during
annual IEP meetings, improve communication with parents and motivate children to safely learn
KRZWRHYDOXDWHWKHLURZQZRUNZLWKRXWIHDURIFULWLFLVPRU³EHLQJGLIIHUHQW´7KHSRZHURI
classroom-based portfolios used as teaching tools continues to be explored in classrooms across
the country (Cooper & Brown, 1992; Dudley, 2001).
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Definitions
Since this study involved working with students identified with a range disabilities and
focused on the area of literacy, it was necessary to include six important definitions for the
following terms: (a) child with a disability, (b) severe disabilities, (c) autism, (d) specific
learning disability, (e) speech or language impairment, (f) literacy, (g) standardized assessment,
(h) alternative assessment, and (i) portfolio assessment.
Child with a disability. For the purpose of this dissertation, I define the term child with a
disability using the following definition taken from the Electronic Code of Federal Regulations
(§ 300.8) (a) (1):
7KHWHUPµFKLOGZLWKDGLVDELOLW\¶PHDQVDFKLOGHYDOXDWHGLQDFFRUGDQFHZLWK
through 300.311 as having mental retardation, a hearing impairment (including deafness),
a speech or language impairment, a visual impairment (including blindness), a serious
HPRWLRQDOGLVWXUEDQFH UHIHUUHGWRLQWKLVSDUWDVµHPRWLRQDOGLVWXUEDQFH¶ DQRUWKRSHGLF
impairment, autism, traumatic brain injury, an other health impairment, a specific
learning disability, deaf-blindness, or multiple disabilities, and who, by reason thereof,
needs special education and related services.
Severe disabilities. I define the term severe disabilities using the definition from TASH,
an organization supporting the equity, opportunity and inclusion for people with disabilities
defines the condition of severe disabilities, with regard to necessary support:
These people include individuals of all ages who require extensive ongoing support in
more than one major life activity in order to participate in integrated community settings
and to enjoy a quality of life that is available to citizens with fewer or no disabilities.
Support may be required for life activities such as mobility, communication, self-care,
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and learning as necessary for independent living, employment, and self-sufficiency.
(Adopted by TASH, December, 1985, revised November, 1986; reprinted in Meyer,
Peck, & Brown, 1991, p. 19)
Autism. I define the term autism using the following definition taken from the Electronic
Code of Federal Regulations (§ 300.8) (c) (1) (i):
Autism means a developmental disability significantly affecting verbal and nonverbal
communication and social interaction, generally evident before age three that adversely
DIIHFWVDFKLOG¶VHGXFDWLRQDOSHUIRUPDQFH2WKHUFKDUDFWHULVWLFVRIWHQDVVRFLDWHGZLWK
autism are engagement in repetitive activities and stereotyped movements, resistance to
environmental change or change in daily routines, and unusual responses to sensory
experiences.
Specific learning disability. I define the general term for specific learning disability
using the following definition taken from the Electronic Code of Federal Regulations (§ 300.8)
(10) (i):
Specific learning disability means a disorder in one or more of the basic psychological
processes involved in understanding or in using language, spoken or written, that may
manifest itself in the imperfect ability to listen, think, speak, read, write, spell, or to do
mathematical calculations, including conditions such as perceptual disabilities, brain
injury, minimal brain dysfunction, dyslexia, and developmental aphasia.
Speech or language impairment. I define the term for speech or language impairment
using the following definition taken from the Electronic Code of Federal Regulations (§ 300.8)
(11):
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Speech or language impairment means a communication disorder, such as stuttering,
impaired articulation, language impairment, or a voice impairment, that adversely affects
DFKLOG¶VHGXFDWLRQDOSHUIRUPDQFH
Literacy. Since this research project will be focused primarily in the area of literacy
development for individuals identified with a disability, for the purpose of this dissertation, I
define the term literacy using the following definition taken from Harris and Hodges (1995):
[The] minimal ability to read and write in a designated language, as well as a mindset or
way of thinking about the use of reading and writing in everyday life. It differs from
simple reading and writing in its assumption of an understanding of the appropriate uses
of these abilities within a print-based society. Literacy, therefore, requires an active,
autonomous engagement with print and stresses the role of the individual in generating as
well as receiving and assigning independent interpretations to messages. (Harris &
Hodges, p. 142)
Forms of Assessment
Finally, this research will investigate how literacy portfolios can be used to assess and
guide literacy development of students identified a disability. For the purposes of this
dissertation, I define the terms (a) standardized assessment and (b) portfolio assessment using
definitions taken from Downing (2005) as follows:
Standardized assessment. Norm-referenced tests that compare individual performance
with the overall group tested (Harris & Hodges, p. 137).
Alternative assessment. The use of means of assessment other than standardized tests to
DFKLHYHµGLUHFW¶DQGµDXWKHQWLF¶DVVHVVPHQWRIVWXGHQWSHUIRUPDQFHRQLPSortant tasks (Harris &
Hodges, p. 137)
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Portfolio assessment. A form of alternative assessment that is highly individualized and
reflects the progress of individual students through selection of representative samples of work
(e.g., written sample of a book report, videotaped lesson of a task being performed, math
homework sheet) (Harris & Hodges, p. 137).
Theoretical Framework
The theoretical framework that I adopted to this study comes from a constructivist model
where a learner can actively construct meaning placing the learner as an integral part of the
learning process. Constructivism is a theory that is based on observation and scientific study on
how people learn (Cohen & Wiener, 2003; Marlowe & Page, 2005). Simply put, people construct
their own understanding and knowledge of the world by experiencing the activities that take
place around them and reflecting on those experiences. In a classroom, the constructivist view of
learning usually means encouraging students to use more active techniques such as
experimenting and or real-world problem solving to create more knowledge. They are then
encouraged to reflect and talk about what they are doing and how their personal understanding is
FKDQJLQJ$WHDFKHU¶VUROHZRXOGEHWRKHOSVWXGHQWVFRQWLQXHDVVHVVing how the activity is
helping them gain understanding. Simply put, the students learn how to learn.
Looking through the window of a more constructivist classroom you would find a
curriculum that is emphasizing big concepts, beginning with the whole and expanding to include
the parts (Cohen & Wiener, 2003). Learning would be interactive, building on what the student
or students already know. Teachers would have a dialogue with students, in essence, helping the
students construct their own knowledge. The WHDFKHU¶VUROHZRXOGEHLQWHUDFWLYHURRWHGPRUHLQ
the area of negotiation (Cohen & Wiener). Assessment would include student work,
observations, checklists, as well as tests. The process would be as important as the product.
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Knowledge would be seen as dynamic and fluid while students would work primarily in groups
or as individuals (Cohen & Wiener).
Marlowe and Page (2005) wrote, ³UHVHDUFKLQSHGDJRJ\ORQJDJRHVWDEOLVKHGWKDW
ongoing, formative assessments by teachers provide the richest, most accurate, most authentic,
DQGPRVWXVHIXOHGXFDWLRQDOLQIRUPDWLRQ´ S %RWKDXWKRUVJLYHDJRRGH[DPSOHRIKRZ
making judgments about a student¶s progress on the basis of a one-shot summative evaluation
can indeed be inaccurate by sharing the following vignettH³2K,WKRXJKW-RKQQ\ZDVDJRRG
reader because he summarizes what he reads so eloquently, reads for pleasure, and get excited by
ERRNV%XWVLQFHKHGLGSRRUO\RQWKHVWDWHZLGHH[DP,JXHVV,ZDVZURQJ´ S ,QD
constructivist classroom, teachers help students learn how to measure their own progress.
Marlow and Page VKDUHGWKDW³DVVHVVPHQWGRHVQRWEULQJDQHQGWROHDUQLQJLWSURYLGHV
LQIRUPDWLRQDERXWKRZWRFRQWLQXHZLWKUHVSHFWWROHDUQLQJDQGFXUULFXOXPUHTXLUHPHQWV´ S 
Both authors point out that traditional assessment formats such as multiple-choice examines that
students can quickly recall the information. This type of assessment would be detrimental for
students identified with disabilities and not good measures of what students can do or of what
WKH\XQGHUVWDQG)RUH[DPSOHZKHQ\RXZDQWWRWHVWDVWXGHQW¶VNQRZOHGJHRIKRZWRXVH
correct writing conventions, instead of having them take a multiple-choice test picking out which
sentence is correct, it might be more conducive to ask each student to write two sentences using
two rules of capitalization and then orally explain to the teacher how they came up with the two
rules.
0DUORZHDQG3DJH  UHPLQGXVWKDWZHQHHGWR³FUHDWHDVVHVVPHQWLQVWUXPHQWVWKDW
do more than merely tap DVWXGHQW¶VUHFDOORUUHFRJQLWLRQVNLOOV´ S %\WKLVERWKDXWKRUV
VKDUHDOLVWQRWLQJWKDWZHPXVWUHIUDPHDVVHVVPHQWVRWKDW³ D LWLVDVPXFKDVSRVVLEOHD
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continuous process that is part of instruction and not separate from it; (b) it connects directly to
learning and is introduced before or simultaneously with material; (c) it requires students to do
more than simply remember (e.g., requires students to develop mathematical formulas, produce
exhibitions, write essays, create a sculpture, write poetry, create a musical score, develop and
participate in debates, or create and conduct experiments); and (d) students questions, at least in
SDUWGULYHWKHSURFHVV´ S 6XFKVWXGHQW¶VZRUNFDQEHHDVLO\DGGHGWRDFODVVURRP-based
portfolio using pictures and actual work artifacts. Students can demonstrate what they have
learned from reading a particular book and giving a presentation (e.g., author¶s chair). The most
important factor in constructivist type classroom is that assessment is a continuous process not
separated from instruction. Such a classroom would allow students identified with disabilities to
remain interested and engaged in learning by giving them the opportunity to discover, create, and
problem solve. I believe that classroom-based portfolios used within a constructivist classroom is
something that might greatly benefit students identified with a disability in that both learning and
DVVHVVPHQWFRXOGEHFORVHO\WLHGWRJHWKHUJLYLQJHYHU\RQHDPRUHKROLVWLFSLFWXUHRIWKHVWXGHQW¶V
progress.
M ajor theorists involved in constructivism. As a philosophy of learning,
constructivism began during the age known as the Enlightenment with Jean-Jacques Rousseau
 0DUORZHDQG3DJH  ZURWHWKDW5RXVVHDX³EHOLHYHGWKDWWKHFODVVical
education of his time, which consisted of reading and memorizing, prevented students from
EHLQJDFWLYHZKLFKLQWXUQFDXVHGWKHPWREHSDVVLYHGHVWUXFWLYHGHFHLWIXOVHOILVKDQGVWXSLG´
S %RWKDXWKRUVFRQWLQXHGE\ZULWLQJWKDW5RXVVHDX³DUJued that this education was boring
DQGEH\RQGWKHFKLOG¶VFRPSUHKHQVLRQDQGWKDWLWWDXJKWVWXGHQWV³WREHOLHYHPXFKDQGNQRZ
OLWWOH´ S %RWKDXWKRUVJRRQWRVD\WKDW5RXVVHDXEHOLHYHGWKDWVWXGHQWVOHDUQWKURXJKWKHLU
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senses, their experience, and WKURXJKDFWLYLW\³,WLVWKHFKLOG¶VLQWHUDFWLRQZLWKWKHHQYLURQPHQW
± his experiences ± WKDWFRUUHFWDQGPRGLI\WKHVHLGHDVDQGWKDWUHVXOWVLQWUXHOHDUQLQJ´ 0DUORZ
& Page, p. 11).
The two main contemporaries to further develop the idea of constructivism when applied
to the classroom environment and childhood development were John Dewey and Jean Piaget.
When John Dewey opened his laboratory school in Chicago in 1896, he had already objected to
the content and method of his own classical education because it did not involve problem solving
or reflective thinking (Marlow & Page, 2005, p. 11). Dewey advocated that education depended
JUHDWO\RQDFWLRQ³+HEHOLHYHGWKDWEHFDXVHVWXGHQWVQHHGWRLQWHUDFWZLWKWKHLUHQYLURQPHQWLQ
order to think, every student should be engaged in activity around a project (Dewey, 1933;
Marlow & Page). Dewey postulated that students cannot learn by means of rote memorization ±
WKDWWKH\FDQRQO\OHDUQWKURXJK³GLUHFWHGOLYLQJ´,PSOLFDWLRQRI'HZH\¶VWKHRU\LVWKDWVWXGHQW
must be engaged in meaningful activities that would help them apply the concepts they were
WU\LQJWROHDUQ7KHSURMHFWQHHGVWRILWDURXQGWKH³VWXGHQW¶VLQWHUHVWLQYROYHWKHVWXGHQW
actively, have intrinsic worth, present problems that would lead to new questions and inquiry,
and involve considerable time span (Dewey, Marlow & Page). A graduate student of Dewey,
:LOOLDP+HDUG.LOSDWULFNDOVR³EHOLHYHGWKDWSURMHFWVVKRXOGEHWKHFHQWHURIWKHFXUULFXOXP
because they would increase student motivation and involvement, turn boring schoolwork into
PHDQLQJIXODFWLYLW\DQGDWWKHVDPHWLPHLQFUHDVHVWXGHQWNQRZOHGJHDQGVNLOO´ 0DUORZ 
Page, p. 12).
Jean Piaget, a Swiss biologist and psychologist was also interested in how humans
adapted to the environment and ZHQWRQWRH[SDQG'HZH\¶VDUJXPHQW³DJDLQVWWUDGLWLRQDO
education with his claim that the traditional instructional method of teacher telling students
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required that the teacher and the student (listener) have mutual communication frameworks but
that this wDVQRWUHDOLVWLF´ 0DUORZ 3DJHS +HZHQWRQWRDUJXHWKDWWKHVWXGHQW
heard only what that student perceived which might not be the same thing the teacher was
saying. In essence, what the teacher had taught might not be what the students had learned
(Marlow & Page).
2QHRI3LDJHW¶VFRQWULEXWLRQVWRWKHGLUHFWLRQDQGXQGHUVWDQGLQJRIFRQVWUXFWLYLVPZHUH
KLVWZRLGHDVDERXWKRZSHRSOHOHDUQ LHVFKHPDWDDQGOHDUQLQJ +HJDYHXVWKH³WHUP
schemata that refers to knowledge structures or constructs and ways of perceiving,
XQGHUVWDQGLQJDQGWKLQNLQJDERXWWKHZRUOG´ 0DUORZ 3DJHS 7KHVHDXWKRUVJR
RQWRH[SODLQWKDW³DFFRUGLQJWR3LDJHWOHDUQHUVFRQVWUXFWWKHLURZQNQRZOHGJHVFKHPHVLQ
relation to, and filtered through, previous and current experiences: (p. 12). Piaget also described
mental development (i.e., learning) as a process of equilibrium in response to external stimuli.
0DUORZDQG3DJHIXUWKHUH[SODLQZKHQ³LQWKHLQWHUDFWLRQZLWKWKHHQYLURQPHQWKH 3LDJHW 
theorized, the student assimilates complementary components of the external world into his
existing cognitive structures (schemata); if new experiences do not fit the existing knowledge
structures or schemes, the student will change or alter those structures to accommodate the new
LQIRUPDWLRQ´ S 7KHUHIRUH3LDJHWDUJXHGWKDWWKHSURFHVVRIPDLQWDLQLQJHTXLOLEULXP±
construction and reconstruction of knowledge ± in relation to the environment is what creates
FRJQLWLYHJURZWK /DELQRZLF] ,Q3LDJHW¶VYLHZ in order for knowledge to truly be
meaningful - students need to construct it themselves.
Finally, a psychologist that worked with Piaget named Jerome Bruner who was one of the
group of American scholars was involved in rewriting math, science, and social studies curricula
as a result from the education debate that occurred after the launching of Sputnik (Marlow &
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Page, 2005, p. 12). Similar to Dewey and Kilpatrick, Bruner (1971) claimed that teaching of
information out of context results in rote nonsense because the delivered content is not connected
to or associated with student action, and students do not form the necessary cognitive
connections to under the material (Bruner 6LPSO\GLVFRYHU\LVWKHFRUHRI%UXQHU¶VWKHRU\
while through this discovery comes increased intellectual ability that includes the ability to solve
problems (Marlow & Page).
Constructivism and using portfolios. According to Cohen and Wiener (2003),
FRQVWUXFWLYLVPLVEDVHGRQDPRUHKROLVWLFDSSURDFKWROHDUQLQJLW³DFFRPPRGDWHVGiverse
learning styles without sacrificing the richness associated with higher-OHYHOOHDUQLQJ´UDWKHUWKDQ
the traditional reductionist approach (p. 226). It also leads to educational practices that consider
many factors that promote learning such as cultural, environmental, and social. As Cohen and
Wiener VRHORTXHQWO\SKUDVHGLW³WKHRYHUULGLQJTXHVWLRQWKHUHIRUHFKDQJHVIURP³:KDWLV
ZURQJZLWKWKHVWXGHQW"´WR³:K\LVWKHVWXGHQWQRWOHDUQLQJ"´ S 7KHSRUWIROLRSURFHVV
fits within a constructiviVWIUDPHZRUNEHFDXVHWKHSURFHVVUHFRJQL]HVWKDWFKLOGUHQ¶VDFWLYH
participation is necessary for their construction of knowledge. Portfolio assessment allows
KROLVWLFPHDVXUHRISURJUHVVUDWKHUWKDQWKHVWXGHQW¶VDELOLW\WRFRPSOHWHGLVFUHWHWDVNV
Participating in a portfolio process not only provides what the child is doing but how and why
they are doing it. Finally, teachers can communicate to students that what they do is important
when they show them that saving and examining their work is important, a key element of the
portfolio process.
As a special education teacher, the initial model of teaching I followed focused on linking
assessment and instructional practices based on individual student weaknesses or deficits known
as the diagnostic-prescriptive model. The areas of deficits were then linked to educational goals
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LQWKHVWXGHQW¶V,(3DQGWKHVNLOOVWKDWQHHGHGWREHVWUHQJWKHQHGEHFDPHWKHLQGLYLGXDOL]HG
FXUULFXOXP7KHWHDFKLQJPHWKRGLQYROYHG³EUHDNLQJGRZQRUWDVNDQDO\]LQJWKHWDUJHWHGVNLll
LQWRLWVFRPSRQHQWSDUWVDQGWHDFKLQJHDFKGLVFUHWHXQLWXVLQJGULOODQGSUDFWLFH´ 6RRGDN 
Parke, 2003, p. 226). My experience has been that basing instruction primarily on an individual
VWXGHQW¶VGHILFLWVRQO\UHVXOWVLQDVSOLQWHUHGFXUULFXOXP,KDve found that teaching isolated skills
through drill and practice hindered my students from connecting and integrating new knowledge
with the knowledge that was previously learned. The isolated skills remained isolated in the
context in which it was learned.
After experiencing the diagnostic-prescriptive model of teaching, I found that when
teaching literacy skills it became more important to employ a more holistic orientation looking at
integrated literacy instruction techniques where language learning is viewed as a natural process
that incorporates all modes of communication. I found that providing a real purpose for reading,
writing, and speaking motivated my students in a way that I found was missing when I used a
more diagnostic-prescriptive model of teaching. With a more holistic approach to teaching,
getting the right answer was de-emphasized while comprehension gained more importance. It
became obvious that this reduced stress on my students who, unfortunately, were accustomed to
failure. Soodak anG3DUNH  PDNHDFDVHWKDW³WHDFKHUVZKRXVHKROLVWLFLQVWUXFWLRQFDQ
accommodate greater diversity than teachers who promote discrete skill instruction, because the
emphasis is on forming a community of learners ± a must in the inclusive classroom; both the
JRDOVDQGWKHPHWKRGVHQFRXUDJHLQWHUDFWLRQDQGDFFHSWDQFH´ S 
:KHQLWSHUWDLQVWRWKHFRQVWUXFWLRQRINQRZOHGJH,OHDQWRZDUGEHOLHYLQJWKDW³HDFKRI
XVFRQVWUXFWVRXURZQPHDQLQJDQGOHDUQLQJDERXWLVVXHVSUREOHPVDQGWRSLFV´EHFDXVHQone of
us have had the exact same experiences as another person (Marlowe & Page, 2005, p. 8). These
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authors go on to explain that this prior experience, knowledge, and learning affect the
construction of our knowledge by using the following example:
/HW¶Vassume students are reading a story about a cat. Each student comes to class with a
GLIIHUHQWXQGHUVWDQGLQJRIWKHFRQFHSW³FDW´2QHVWXGHQWPLJKWEHWKLQNLQJFDWVDUH
ZDUPDQGFXGGO\DQRWKHUPLJKWEHWKLQNLQJDERXWKRZDFDW¶VVFUDWFKFDQKXUW*LYHQ
the mean and past experiences each student has in relation to cats, the story itself takes on
a different uQGHUVWDQGLQJIRUHDFKVWXGHQW´(Marlowe & Page, p.8)
Marlow and Page further explain that since individuals devise their own meanings and
understandings of issues, concepts, and problems ± ³HPSKDVLVLQDFRQVWUXFWLYLVWFODVVURRPLVQRW
on transmitting information but on promoting learning through student intellectual activity such
DVTXHVWLRQLQJLQYHVWLJDWLQJSUREOHPJHQHUDWLQJDQGSUREOHPVROYLQJ´ p. 8). Boldly, Marlow
and Page wrote that students identified with disabilities are in far more urgent need of
constructivist approaches within the classroom yet they are less likely to receive these
approaches.
I mportance of the Study
This study is important for several reasons. First, the use of portfolios in the classroom
has not been fully explored with students identified with a disability (Campbell et al., 2001;Ezell
et al., 1999; Rhine & Smith, 2001;Thompson & Baumgartner, 2005). School districts tend to use
a standards-based report card, and many of our students identified with a disability are
performing academically below their grade-level peers so the report card shows only this.
Having another more holistic, dynamic, multidimensional assessment approach to show progress
toward DVWXGHQW¶VIEP goals and progress toward standards would be very beneficial. It is
interesting that students identified with disabilities need Individualized Education Plans yet they
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have to take a standardized assessment to measure their progress. Literature has revealed that
EHWWHUWHDFKLQJGHFLVLRQVKDYHEHHQPDGHEDVHGRQWKHVWXGHQW¶VSHUIRUPDQFHZLWKLQFUHDVHG
flexibility and individualization and that students had taken a more active role in their literacy
development through reflection that may promote self-confidence and mastery of communication
skills. Literature has also revealed that parents had left parent-teacher conferences with more
detailed information on the literacy progress of their child and were given the opportunity to
contribute to how their family and culture participate in the literacy development of their
children. Finally, literature has demonstrated that classroom-based portfolios act as a more
detailed and complex tool to share student progress with general education teachers. However,
few peer-reviewed studies have been completed in the area of using classroom-based portfolios.
The question also remains as to whether or not such a tool would be beneficial when working
with students identified with a disability.
Since legislation has placed the current national focus on improving reading instruction
for all of our students including those identified with a disability as well as, access to the general
curriculum mandated regardless of the environment, combined with the NCLB requirement that
all students participate in standardized assessment to determine the progress that students are
making toward state standards - there still are questions that remain unanswered. Would the use
of classroom-based portfolios show details in the area of progress that standardized assessments
have missed? Combined with the results of the standardized assessment, would using classroombased portfolios give educators a more holistic picture of what a student identified with a
disability is capable of achieving working toward the standards within the general curriculum? In
the area of instruction, would classroom-EDVHGSRUWIROLRVLPSDFWDWHDFKHU¶VGHFLVLRQPDNLQJ
when planning and then delivering instruction? If the classroom-based portfolio provided more
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GHWDLOVRIDVWXGHQW¶VSURJUHVVZRXOGLWHQKDQFHWKHVWXGHQW¶VLQVWUXFWLRQDORSSRUWXQLWLHV"7KLV
study will explore the answers to these questions.
Scope and Delimitations of the Study
This study took place in a small classroom environment where students leave their
general education classrooms to receive individualized and/or small group instruction. The
students were identified through diagnostic testing to have a disability. The reading levels of the
students were between two to four years below their grade level peers. This study was limited to
students identified with disabilities that receive their special education services and specialized
instruction within a segregated learning environment. Instruction was based upon their Individual
Education Program goals and objectives pertaining to reading, writing, and math content areas.
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Chapter 2
Review of Literature
I ntroduction
Some have claimed December 9, 2003 as an historic day for students identified with
mild, moderate or severe disabilities due to the new requirements of the No Child Left Behind
(NCLB) Act of 2001 (PL 107-110). Spooner and Browder (2006) stated that for the first time,
³IHGHUDOSROLF\VHWWKHH[SHFWDWLRQWKDWVWXGHQWVZLWKVLJQLILFDQWFRJQLWLYH disabilities should be
H[SHFWHGWRVKRZSURJUHVVRQVWDWHVWDQGDUGVLQUHDGLQJPDWKDQGVFLHQFH´ S %RWKDXWKRUV
further elaborated that dependent upon how the various states respond to the provisions of
NCLB, December 9, 2003, could be viewed as the day when students identified with disabilities
were given access to the curriculum during a major school reform movement in this country
(Spooner & Browder, p. 4). NCLB not only requires a statewide accountability system that is
based on providing challenging standards in reading, science, and mathematics; it also requires
that there is annual testing in grades 3-8, as well as annual statewide progress objectives that
ensure that all groups meet proficiency within 12 years. In earlier legislation of the Individual
with Disabilities Education Act Amendments of 1997 (PL 105-17), access to the general
education curriculum was required. The NCLB legislation makes requirements more specific.
³$FFHVVPHDQVPRUHWKDQEHLQJH[SRVHGWRFRQWHQWVXFKDVUHDGLQJDQGmathematics ± access
PHDQVDFDGHPLFSURJUHVV´ 6SRRQHU %URZGHUS $WILUVWWKHODUJH-scale assessments
seemed to bypass students identified with disabilities producing a focus on school accountability.
One of the drawbacks of keeping students identified with disabilities from taking large-scale
assessments could be a noted increase in the rate of referrals to special education and rates of
retention that could be assumed as a direct consequence for allowing such an exemption
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(Allington & McGill-Franzen, 1992). Such findings lead us to the 1997 Amendments to
Individuals with Disabilities Education Act of 1990 that required states to include students
identified with disabilities in state and local assessments with accommodations. In Individuals
with Disabilities Education Act of 2004, the language about who will participate in assessments
was changed. Individuals with Disabilities Education Act of 2004 Section 1412C (16)(A) states
the following:
All children with disabilities are included in all general state and district-wide assessment
programs, including assessments described under section 6311 of this title, with
appropriate accommodations and alternate assessments where necessary and as indicated
in their respective individualized education programs.
Assessment of students identified with disabilities. Students identified with disabilities
must participate in the standardized assessment for that state and must also show adequate yearly
progress as per NCLB. In effect, teachers are now challenged to develop a system that will not
only show how progress is being made, but to also use interventions and instruction techniques
that are research-based (20 U.S.C. § 6368). Teachers must also make individualized
modifications to the general curriculum focused on preparing students to complete a high stakes
test that will determine if that student has made adequate yearly progress. Unfortunately, taking a
mandated standardized assessment on a yearly basis is not useful or sufficient for a teacher who
needs to plan instruction and closely monitor progress especially when working with students
identified with disabilities. Since the results from standardized assessments are not normally
available in a timely fashion, the effectiveness of linking these test results to instructional needs
is greatly diminished.
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Along with taking standardized assessments, students identified with disabilities may be
better served with additional evaluations of progress that also include forms of assessment that
attend to their individual needs as well as their accomplishments. Standardized measures used to
DVVHVVVWXGHQWV¶\HDUO\SURJUHVVFRXOGEHFRPSOHPHQWHGZLWKRWKHULQGLFDWRUVIURPDOWHUQDWLYH
assessments such as portfolios. These could include observations, demonstrations and individual
DQGRUJURXSSHUIRUPDQFHIRFXVHGRQVKRZFDVLQJWKHVWXGHQWV¶DELOLWLHVWDOHQWVLQWHUHVWVDQG
potentials (Cohen & Wiener, 2003). Also, such additional evaluations of progress would allow
for more immediate feedback for the teacher to adjust indivLGXDOL]HGLQVWUXFWLRQ³8VLQJWKH
combination of both traditional and non-traditional assessment enables educational programmes
WRPDNHWKHLUHYDOXDWLRQVSUDFWLFDOYLDEOHDQGDFFXUDWH´ %DURRWFKL .HVKDYDU]S 
Paulson, Paulson, and Meyer (1991) explain that portfolios can be a powerful tool and
KDYHWKHSRWHQWLDOWRUHYHDODORWDERXWWKHVWXGHQW,QIDFWWKH\VWDWHWKDWSRUWIROLRV³FDQEHFRPH
DZLQGRZLQWRWKHVWXGHQWV¶KHDGVDPHDQVIRUERWKVWDIIDQGVWXGHQWVWRXQGHUVWDQGWKH
educatioQSURFHVVDWWKHOHYHORIWKHLQGLYLGXDOOHDUQHU´ 3DXOVRQHWDOS 7KHLUZLGHO\FLWHG
definition for a portfolio is as follows:
$SRUWIROLRLVDSXUSRVHIXOFROOHFWLRQRIVWXGHQWZRUNWKDWH[KLELWVWKHVWXGHQW¶VHIIRUWV
progress, and achievements in one or more areas. The collection must include student
participation in selecting contents, the criteria for selection, the criteria for judging merit,
and evidence of student self-reflection. (p. 60)
Paulson et al. further clarify that portfolios can become an intersection of both instruction and
assessment because they can serve both purposes and together they provide more information
than when separately administered. Although portfolios have been widely used, different notions
pertaining to purpose, type, and format have confronted their definition.
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Literacy Portfolios. After reviewing the literature, Wiener and Cohen (1997) shared a
few essential features of literacy portfolios. First, the products placed in the student portfolio
should reflect the VWXGHQW¶VRZQHUVKLSDQGUHIOHFWLRQ6HFRQGWKHUHVKRXOGEHHVWDEOLVKHGFULWHULD
for the collection not just a random accumulation of items. This criterion for the portfolio
collection should be established as the results of collaboration between the student and the
WHDFKHU,QFOXGHGLWHPVVKRXOGUHIOHFWDUDQJHRIWKHVWXGHQW¶VDELOLWLHVDQGJURZWKRIWKH
VWXGHQW¶VDFFRPSOLVKPHQWV7KHVWXGHQW¶VZRUNVKRXOGSUHVHQWDFKURQRORJLFDOGHYHORSPHQWRYHU
WLPHWRGRFXPHQWWKHVWXGHQW¶VSURJUHVVZLWKOLWHUDF\GRFXPHQWLQJWKHVWXGHQW¶VDELOLW\WRXVH
reading and writing for learning in a variety of meaningful ways. Wiener and Cohen also
strongly recommend that student work should reflect authentic classrooms activities not just
constructed for the portfolio. Third, portfolios should contain communications between students,
between the students and the teacher, and between the students and their families. Finally,
portfolios often contain teacher-completed checklists, anecdotal observations and informal
assessments such as miscue analysis, running records.
When discussing the advantages of using literacy portfolios, Wiener and Cohen (1997)
wrote that portfolios promote accountability by fulfilling district and state mandates for literacy
evaluation. Portfolios can be a feasible means of documenting literacy improvement while
providing helpful information about the processes and products that are outcomes of literacy
instruction. Using a variety of assessment formats such as the use of writing samples,
performance events, and portfolios along with norm-referenced (i.e., percentile ranks) and
criterion-referenced (i.e., mastery-OHYHO WHVWVZRXOGJLYHXVDPRUHKROLVWLFSLFWXUHRIDVWXGHQW¶V
literacy progress.
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Another advantage of literacy portfolios Wiener and Cohen (1997) discussed is that
SRUWIROLRVLPSURYHWKHTXDOLW\RIWHDFKLQJ%RWKDXWKRUVVKDUHGWKDWD³PDMRUEHQHILWRIWKH
portfolio process is its ability to merge instruction with assessment and thereby improving
WHDFKLQJ´ S 7KURXJKWKHSURFHVVRIXVLQJSRUtfolios in the classroom teachers observe the
students, meet with students and discuss their individual progress, and then use the collected data
to make informed instructional decisions such as what skills need reinforcement, what skills have
been acquired, what is the student now ready to attempt, what materials worked or did not work,
what motivates the student, and how best to proceed and succeed with each individual student
(Wiener & Cohen, p. 7).
The next advantage that Wiener and Cohen (1997) discussed relevant to this review of
OLWHUDWXUHLVWKDW³SRUWIROLRVHQKDQFHPDQ\SDUWQHUVKLSVLQFOXGLQJFROODERUDWLRQEHWZHHQIDPLOLHV
DQGVFKRROEHWZHHQWHDFKHUVDVZHOODVEHWZHHQWHDFKHUVDQGDGPLQLVWUDWRUV´ S 3RUWIROLRV
can provide a meaningful opporWXQLW\IRUSDUHQWVWREHFRPHPRUHLQYROYHGLQWKHLUFKLOGUHQ¶V
literacy growth through an ongoing dialogue with both their children and the teacher with the
portfolio serving as the centerpiece for the discussion. When working with students identified
with disabilities, portfolios can be an important tool in educational decision making during the
GLDJQRVLVSURFHVVSURJUDPSODFHPHQWPRQLWRULQJDFKLOG¶VSURJUHVVRUFUHDWLQJDQLQGLYLGXDO
educational plan by examining actual work products that would provide a better insight into the
VWXGHQW¶VFDSDELOLW\DQGSHUIRUPDQFH :LHQHU &RKHQS 
After that Wiener and Cohen (1997) pointed out the advantage of portfolios increasing
RXUNQRZOHGJHRIHDFKVWXGHQWDVZHOODVVWXGHQWV¶LQFUHDVHRIVHOI-knowledge. Both authors
pointed out that using self-reflection provides a format for collaborative, thoughtful dialogue
between the student and the teacher that in essence creates more instructional opportunities. This
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lead to the final advantage Wiener and Cohen pointed out which was that portfolios improve the
quality of teaching. Using portfolios in the classroom environment gives the teachers the ability
to merge instruction with assessment that would thereby improve teaching. Using the classroom
data taken from teacher observations would help teachers do the following: (a) make informed
instructional decisions, (b) provide the knowledge of what skills need reinforcement, what skills
have been acquired, and what skills a student is ready to attempt, (c) what curriculum materials
would work, and (d) what types of information motivate the student in order to provide
VXFFHVVIXOLQVWUXFWLRQWRPHHWHDFKLQGLYLGXDOVWXGHQWV¶QHHGV
The purpose of this literature review was to examine studies that focused on the use of
portfolios in classroom environments as a means of student evaluation. In particular, I examined
studies with respect to the following: (a) how portfolios were used as forms of evaluation and
progress monitoring; (b) how information obtained through portfolio assessments guided
WHDFKHUV¶FXUULFXOXPDQGLQVWUXFWLRQSODQQLQJDQGLPSOHPHQWDWLRQDQG F KRZWHDFKHUVXWLOL]HG
the information within the portfolios as a communication tool between school and home and as a
means of collaboration between school staff members.
M ethods
Literature search procedures.
Electronic searches. Using a variety of electronic databases such as Education Research
Complete, ERIC, First Search and EBSCO, I conducted a computer search of the literature using
combinations of several keywords. These included the terms portfolio, literacy portfolios,
reading portfolios, writing portfolio, performance portfolios, literacy, reading, writing,
assessment, progress, alternative assessment, and diagnostic assessment. Because there are so
few studies examining portfolio use with students identified with disabilities, I did not limit my
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search solely to studies including participants with disabilities. Overall, there were 30 separate
searches in the above database systems. Of the studies generated from this search, titles and
abstracts were reviewed to see if the study met the inclusion criteria for this review. Studies were
included in this review if they: (a) were written in English, (b) employed either qualitative,
quantitative or mixed methods to examine the use of portfolios in classrooms, (c) were published
in a peer-reviewed journal through 2008 or were a masters thesis or dissertation, (d) pertained to
the use of portfolios within the area of literacy development or the use of portfolios with students
identified with disabilities, and (e) were conducted in a pre-school through 12th grade classroom
environment. Twenty-four studies potentially met the inclusion criteria. I then obtained the fulllength articles to further examine each article for possible inclusion in the literature review. After
a detailed review, I found that seven studies met the inclusion criteria.
Hand searches. In addition to the electronic searches, I conducted a search of references
of each study that met the inclusion criteria to determine if references were made in that source
to other potentially eligible articles, theses, or dissertations that had not already been obtained or
reviewed. I then obtained these sources and reviewed them for possible inclusion in the review.
Using these procedures, one additional study was identified as meeting the inclusion criteria was
included and this resulted in eight studies as per Table 1.
Results of search. Table 1 lists the eight research studies that met the search criteria for
this literature review. The table lists studies, the purpose of the study, the participants involved,
the methodology and the VWXGLHV¶results. Of the 8 studies, 7 studies included students identified
GLVDELOLWLHVRUZHUHGHVLJQDWHG³DWULVN´ %HQVRQ 6mith, 1998; Campbell et al., 2001; Ezell,
Klein & Ezell-Powell, 1999; Hall & Hewitt-Gervais, 2000; Karoly & Franklin, 1996; Rhine &
Smith, 2001; Thompson & Baumgartner, 2008).
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Participants and settings. Participants in the reviewed studies included teachers, school
psychologists, childcare staff members, students identified with and without disabilities, and
parents. Most of the studies included in my review took place in classroom environments but one
took place in a childcare center. The grade levels of students in these studies varied from preschool through high school. The studies examined using portfolios to evaluate literacy learning
activities such as student writing, spelling, behavior changes when taking assessments related to
literacy, self-deterPLQDWLRQVNLOOVODQJXDJHDFTXLVLWLRQWHDFKHUV¶SHUFHSWLRQVRIWKHWLPH
commitment required within everyday classroom routines to implement portfolios, what students
identified with disabilities reported and reflected when using portfolios, and attitudes and
SHUVSHFWLYHVRIFKLOGFDUHVWDIIWRZDUGFKLOGUHQ¶VDELOLWLHVWROHDUQ
Portfolios as a measure of student progress. Seven studies used portfolios as a form of
DVVHVVPHQWWRPRQLWRUVWXGHQWV¶SURJUHVV %DURRWFKL .HVKDYDU]%HQVRQ 6PLWK
Campbell et al., 2001; Ezell et al., 1999; Karoly & Franklin, 1996; Rhine & Smith, 2001; and
Thompson & Baumgartner, 2008). Karoly and Franklin compared the results of standardized
assessments of a 10 year-old African American student enrolled in special education to the
VWXGHQW¶VSRUWIROLRDVVHVVPHQWV6WDQGDUGSV\FKRPHWULFLQVWUXPHQWVZHUHLQLWLDOO\XVHGWRERWK
diagnose and place this student in a self-contained behavior adjustment class for students with
severe behavior problems. After the associate psychologist found a discrepancy between the
standardized assessments and recent teacher observations, she suggested that a portfolio to assess
DQGPRQLWRUWKHVWXGHQW¶VSURJUHVVEHLPSOHPHQWHG7KHUHVXOWVJDWKHUHGIURPWKHSRUWIROLRZHUH
then compared with the standardized assessment data taken from the Woodcock-Johnson
Psychoeducational Battery previously administered.
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7KHVWXGHQW¶VSRUWIROLRFRQVLVWHGRIWKUHHQRWHERRNVRIGRFXPHQWVDQGVHYHUDOSURMHFWV
that he designed and built. Upon examining the contents of his portfolios, Karoly and Franklin
 IRXQGHYLGHQFHRIDVWURQJSURJUHVVLRQRIVNLOOGHYHORSPHQWZLWKLQWKHVWXGHQW¶VZULWWHQ
compositions. Karoly and Franklin found that his writing skills, as revealed in the portfolio, were
in direct contrast to the writing samples found in his past standardized assessment. After
H[DPLQLQJHDUOLHUZULWLQJVDPSOHVWKDWZHUHDOVRSURYLGHGLQWKHSRUWIROLRLWEHFDPH³REYLRXV
that his writing skills had evolved from constructing simple, ungrammatical sentences to
composing more elaborate and descriptive sentences with correct usage and then to organizing
LGHDVZLWKWKHVDPHWRSLFLQWRSDUDJUDSKV´ .DURO\ )UDQNOLQS 
$OWKRXJKWKHVWDQGDUGL]HGDVVHVVPHQWVGHVFULEHGWKHVWXGHQW¶VIUHTXHQWIDQWDVL]LQJDV
pathological (Karoly & Franklin, 1996), the portfolio assessment revealed that such behaviors
were actually an asset for him in the classroom. When interviewed, his teachers stated that the
student frequently daydreamed aloud before his writing assignments. Karoly and Franklin shared
that this behavior was merely his unique style of organizing his composition and his personal
style of coping with the demands involved in attending school rather than a maladaptive
behavior. Comparing standardized and portfolio assessments also revealed that although his
WHDFKHUVUHJDUGHGWKHVWXGHQW¶VZULWLQJVNLOOVWREHDERYHJUDGHOHYHOVKRZLQJWKDWKHZDV
capable of producing creative and high-quality work, formal assessment (i.e., WoodcockJohnson) scored his writing as average to below average.
.DURO\DQG)UDQNOLQ¶V  UHVHDUFKVKRZHGWKDWWKHSRUWIROLRDVVHVVPHQWFRXOGVKHG
light on the academic and personal strengths of a student that were missed or misinterpreted in
WKHVWDQGDUGL]HGSV\FKRPHWULFDVVHVVPHQW³7KHGLVFUHSDQF\EHWZHHQWKHVWXGHQW¶VSHUIRUPDQFH
on the psychometric tests and his accomplishments in the classroom were largely the result of the
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VRFLDOHPEHGGHGQHVVRIWKHWDVNV´ S 7KLVVWXGHQWQHHGHGWRVHHWKHDVVLJQPHQWWDVNDV
reflecting his membership in the general education classroom and as part of an integrated whole
rather than just an isolated skill. The portfolio showed that this student performed his work on a
higher level when he could see that his work had a purpose or he was producing a product. One
example of this was when this student was given a worksheet with fact drills. He could not see
an immediate goal or outcome for this assignment other than just doing the same skill (i.e., fact
drills) over and over. In this assessment situation his motivation was greatly diminished. Such
behavior could not be identified by a psychoeducational assessment because this testing format
was limited to sampling of isolated skills in a single evaluation and did not address contextual
issues.
Karoly and Franklin (1996) highlighted the importance of individualizing assessments so
that they show a more holistic picture of an individual student. Both researchers concluded that
all students should have their formal assessments augmented by some type of portfolio or
performance-based evaluation. By doing this, the performance-based, contextual assessments can
highlight the academic and personal strengths of a student rather than having the strengths
overlooked or in this case, judged as pathological when viewed exclusively through the lens of a
traditional psychometric measure (Karoly & Franklin).
Barootchi and Keshavarz (2002) explored how portfolios could be a complementary
approach for reviewing student language development and academic success. These researchers
studied its use with two groups of 30 female Iranian high school students. In particular, they
examined whether portfolio assessment contributed to English as a foreign language (EFL)
OHDUQHUV¶DFDGHPLFDFKLHYHPHQWDQGWRWKHOHDUQHUV¶IHHOLQJVRIresponsibility towards
monitoring their progress. These researchers also wanted to determine if using the combination

51
of traditional teacher-made assessment and non-traditional assessment (i.e., portfolios) would
PDNHVWXGHQWV¶HYDOXDWLRQVPRUHSUDFWLFDOviable, and accurate. Barootchi and Keshavarz
examined the relationship between conclusions that were derived using portfolio information and
FRQFOXVLRQVEDVHGPRUHRQZKDWWKH\FDOOHG³REMHFWLYHGDWD´IURPWKHWHDFKHU-made achievement
test. Their analysis showed that the portfolio assessment scores correlated significantly with
those of the teacher-made tests (Barootchi & Keshavarz, p. 284).
In addition, Barootchi and Keshavarz (2002) found a significant difference in mean
achievement scores between students in the portfolio assessment group and those in the control
JURXS7KHVHILQGLQJVVKRZHGWKDWSRUWIROLRDVVHVVPHQWGLGFRQWULEXWHWRWKH()/OHDUQHUV¶
achievement because the portfolio assessment provided feedback to both the teachers and the
students. As part of the portfolio process, students were asked to reflect on their needs, goals,
weaknesses, and strengths in language learning. The student reflections provided feedback to the
WHDFKHUV³HQDEOLQJWKHPWREHPRUHDZDUHRIWKHLUVWXGHQWV¶LQWHUHVWQeeds, potentials and
DELOLWLHVDQGWRPRQLWRUWKHLUPHWKRGRORJLHV´ %DURRWFKL .HVKDYDU]S ,QHVVHQFH
through the student reflections embedded in the portfolio process, there were positive effects on
WKHWHDFKHU¶VLQVWUXFWLRQPDNLQJDVVHVVPHQWDQd instruction more closely interrelated. The
UHVHDUFKHUVDOVRVXJJHVWHGWKDWWKHVWXGHQWVZHUHHQFRXUDJHGE\WKHWHDFKHU¶VUHIOHFWLRQWR
EHFRPHPRUHDZDUHRIWKHLURZQVWUHQJWKVDQGZHDNQHVVHVWKDWGLUHFWO\LPSDFWHGWKHVWXGHQWV¶
learning and attitudes. This study showed that using non-traditional assessments (i.e., portfolios)
in conjunction with more traditional teacher-made assessments allowed for more practical,
viable, and accurate evaluations of student performance. Not only did the findings indicate that
SRUWIROLRDVVHVVPHQWFRQWULEXWHGWRWKH()/OHDUQHUV¶DFKLHYHPHQWEXWDOVRFRQWULEXWHGWRWKH
VWXGHQWV¶IHHOLQJVRIUHVSRQVLELOLW\WRZDUGPRQLWRULQJWKHLURZQSURJUHVV
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Rhine and Smith (2001) compared student behavior while taking state mandated testing
with student behavior while using authentic assessment tools (i.e., portfolios). In order for the
UHVHDUFKHUVWRH[DPLQHDQ\GLIIHUHQFHVLQVWXGHQWV¶EHKDYLRUGXULQJWHVWLQJVLWXDWLRQVERWKWKH
standardized and performance tests were administered and sWXGHQWV¶EHKDYLRUVREVHUYHG8VLQJ
anecdotal reports these researchers concluded that the performance assessment of reading
FRPSUHKHQVLRQ LHSRUWIROLRV SURYLGHGLPPHGLDWHIHHGEDFNRQKRZDVWXGHQW¶VIOXHQF\VLJKW
word knowledge, and comprehension were improving while the results of the standardized
assessment were not immediately available to guide instruction. The researchers found that
implementing a variety of authentic assessments in the two first grade classrooms studied was
very helpful to gain LQIRUPDWLRQDERXWWKHLUVWXGHQWV¶SURJUHVVDQGH[DPLQHWKHOHDUQLQJWKDWZDV
taking place within the classrooms. Combining tools such as observation and assessment rubrics
gave the teachers immediate skill-focused feedback, and using portfolios also provided examples
of student artifacts showing a progression of progress. The combination of authentic assessments
DQGWKHVWDWHPDQGDWHGDVVHVVPHQWVJDYHDEHWWHUPRUHKROLVWLFSLFWXUHRIHDFKVWXGHQW¶VRQJRLQJ
progress.
Ezell, Klein & Ezell-Powell (1999) conducted a study to learn about using portfolio
assessment with individuals who have intellectual disabilities. Ezell et al. found within their
analysis of surveys, interviews, and observations that portfolios positively effected student
outcomes. Within the domain of student outcomes two themes emerged, self-determination and
student learning. The self-determination theme brought up issues concerning the increase in
VWXGHQWV¶VHOI-esteem, self-advocacy, goal setting, control, ownership of learning, student
empowerment, making decisions and choices, and student self-reflection and self-assessment.
Through portfolio assessment, one student was helped in the area of goal setting to write a
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sentence using her vocabulary words. In the area of self-advocacy, secondary students were
observed documenting specific employment skills in their portfolios. Students also appeared to
be eager to share their accomplishments and were more willing to strive for better quality of
work when using portfolios. Through portfolio assessment, teachers found that student
communication skills were greatly enhanced. Students were more excited to share their
accomplishments with their peers, other teachers, and with their parents during conferences. This
type of practice also increased stuGHQWV¶YHUEDOVNLOOV
7HDFKHUVUHSRUWHGWKDWWKHLUVWXGHQWVEHFDPHPRUHDXWRQRPRXVDQG³WKH\FRQWULEXWHG
[sic] this to the students taking more ownership in their learning due to their involvement in the
SRUWIROLRDVVHVVPHQWSURFHVV´ (]HOOHWDOp. 459). Teachers began to share that through
the continuous practice of setting goals, making decisions and choices through the process of
self-reflection and self-assessment, their students demonstrated more control of their learning.
Commenting on her cKLOG¶VLQFUHDVHLQVHOI-HVWHHPRQHSDUHQWFRPPHQWHG³0\FKLOGKDV
become a different person since doing her portfolio. She is on cloud nine and I have never seen
KHUWKLQNVRKLJKO\RIKHUVHOIDQGKHUFDSDELOLWLHVDVVKHGRHVWKLV\HDU´ (]HOOHWDOS459).
Finally, both teachers and parents reported that students experienced a feeling of empowerment
directly pertaining to their involvement in the portfolio assessment process. One student even
VWDWHGWKDW³,GLGWKLVWRGD\7RPRUURZ,¶PJRLQJWROHDUQPRUH:LOO\RXEHEDFNWRVHHPH"´
(Ezell et al., p. 459). The theme of self-determination signified that using portfolios empowered
students who have intellectual disabilities to strive to learn and improve the quality of their work
both in the areas of academics and job performance. Teachers stated that portfolio assessment
gave these students the opportunity to practice setting goals and making decisions, which is a
necessary and important life skill.
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The next theme Ezell et al. (1999) noted within the student outcome domain was student
learning. Issues that concerned emphasizing abilities rather than disabilities, success rates and
student interests, motivation, and deficits generally characterized by intellectual disabilities such
as poor memory and poor memory began to emerge. Ezell and colleagues pointed out that the
portfolio assessment process provided the opportunity to focus on abilities rather than
disabilities. One teacher shared that students learned more when they had an interest in what they
were learning. The portfolio process of sharing their portfolios with different audiences (e.g.,
peers) provided many opportunities for each student to practice the content material in a different
format. This allowed students the opportunity to feel more in charge of their learning. Some of
WKHRWKHUWHDFKHUVFRQFOXGHG³WKDWSRUWIROLRDVVHVVPHQWDOVRSURYLGHGDQRWKHUZD\IRUWKHLU
students to repeat classroom material to enhance short-WHUPPHPRU\´ (]HOOHWDOS ,Q
essence, students were engaged in repeating the same material without consciously being aware
of it.
Campbell et al. (2001) explored the impact of a specifically designed professional
development activity (i.e., structured written portfolio project) on the attitudes and perspectives
of childcare staff toward the children they worked with, including some children with
GLVDELOLWLHV,QWKHEHJLQQLQJRIWKHSURMHFWFDUHJLYHUVZHUHDVNHGWR³WKLQNRIDFKLOGZKRKDV
VSHFLDOQHHGVRUGLVDELOLWLHVRUIRUZKRP\RXKDYHVSHFLDOFRQFHUQV´DQGWKHn write a one-page
pre-story about that child (Campbell et al., p.154). Each project involved meetings with the
parents, who completed forms about their child, and sessions for taking pictures of the child.
Researchers also worked with the parents on how to promote learning and learning in different
places. At the end of the portfolio project, each caregiver was asked to write a post-story of the
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FKLOGWKH\KDGZRUNHGZLWKGXULQJWKHSURMHFW&DUHJLYHUVWKHQVKDUHGWKHFKLOG¶VSRUWIROLRV
during the final clDVVVHVVLRQDQGODWHUZLWKWKHFKLOG¶VSDUHQW
The process of developing the portfolio changed WKHFDUHJLYHUV¶ perspective of the
children from a seemingly negative opinion IRFXVHGPRUHRQWKHFKLOGUHQ¶VGHILFLWVto a more
positive opinion that actually noted the progress the children were making (Campbell et al.,
2001). For example, one caregiver shared in her post-story that the 3-year-old child she was
working with had learned how to identify letters, shapes, his name, and how to write it by
himself. This caregiver shared WKDWWKHFKLOGFDUHFHQWHUSRVLWLYHO\FRQWULEXWHGWRWKLVFKLOG¶V
growth and development. Researchers shared that the small number of strengths-based
statements included in the pre-stories of participants suggested that the caregivers were not likely
to view the children with a more strength-based perspective when the children are known or
EHOLHYHGWRKDYHVSHFLDOQHHGVDQGEHKDYLRUFRQFHUQV³:KHQWHDFKHUVYLHZGLVDELOLW\RU
µGLIIHUHQW¶EHKDYLRUDVVRPHWKLQJWKDWFDQQRWEHLQIOXHQFHGWKey are likely to see themselves as
XQDEOHWRVXSSRUWWKHFKLOGLQWKHFKLOGFDUHVHWWLQJ´ &DPSEHOOHWDOS 7KLVYLHZFRXOG
greatly impede recognition of progress a child was making and in some ways, prevent progress
altogether when expectations for progress are low.
Campbell et al. (2001) showed that when teachers view disability as something that
cannot be influenced, they might see themselves as incapable of supporting that particular child.
6XFKSULPDU\IRFXVRQDFKLOG¶VGLVDELOLW\FRXOGJUHDWO\ LPSDFWWKDWFKLOG¶VRSSRUWXQLWLHVWROHDUQ
The µAll About Me¶ SRUWIROLRVXVHGLQWKLVVWXG\ZHUH³GHVLJQHGWRSURYLGHDFRQWH[WWKDWFRXOG
be used by the participants to construct strength-based beliefs and perspectives about children
with disabilities, RUVSHFLDOQHHGV´ &DPSEHOO et al., p. 159). This project also provided a process
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ZKHUHWKHFDUHJLYHUVZHUHEHWWHUDEOHWRPHDVXUHWKHFKLOGUHQ¶VSURJUHVVUDWKHUWKDQIRFXVLQJD
PDMRULW\RIWKHLUWLPHRQHDFKFKLOG¶VGHILFLWV
In the Thompson and Baumgartner (2008) study, the student portfolios served more as a
depository of exemplary works rather than the portfolio as a reflective vehicle. This was an
exploratory qualitative case study with eight students in an elementary school classroom. The
student participants had been identified with a disability or labeled at-risk. Most of the students
were in grade 3, with 1 in grade 2, and 1 in grade 4. The purpose of this study was to explore the
use of portfolios in a classroom from the perspectives of the students and the teacher. The
sources of data that was kept was a research journal that was maintained by the teacher (second
author of the study), semi-structured interviews conducted by the teaching assistants that were
tape-recorded and professionally transcribed, and classroom observations maintaining notes of
each visit once or twice a week conducted by first author of the study. The results of this study
found that portfolios in a classroom can be time-consuming and laborious. When the students
were asked what they found was most difficult about their portfolios none of them mentioned the
ZRUNORDGRUDPRXQWRIWLPH+RZHYHUWKHWHDFKHUZURWH³SRUWIROLRV«VHHPHGWREHH[WUHPHO\
time-FRQVXPLQJ´ 7KRPSVRQ %DXPJDUWQHUS 7KHUHVHDUFKHUVVSHFXODWHGWKat by
³LQDGYHUWHQWO\SODFLQJWRRPXFKHPSKDVLVRQSRUWIROLRDSSHDUDQFH± RQFUHDWLQJREMHWVG¶DUW
rather than portfolio function may be the unexpected reason that accounted for the excessive
WLPH´WKDWZDVUHTXLUHGZKHQLPSOHPHQWLQJWKHSRUWIROLRV 7KRPSson & Baumgartner, p. 161).
The teaching assistants also interviewed the students about the portfolios. It was found
that the students¶H[HUFLVHGFKRLFHGLVSOD\HGSULGHDQGRZQHUVKLSRYHUWKHLUSRUWIROLRVDQG
worked hard on certain projects that would go into their portfolios (Thompson & Baumgartner,
2008). The students became aware of their own academic improvements such as looking words
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up in the dictionary and writing complete sentences. The portfolios also gave the teacher the
opportunity to see the progress the students were making or not making. The researchers shared
that it would be a good idea to introduce portfolios earlier in the year and interview students
more frequently. Thompson and Baumgartner speculated that such changes would help the
students become more familiar with using portfolios and allow them to practice structured
reflectivity. This was also mentioned in the Benson and Smith (1998) study when the teachers
stated that it was necessary to teach students how to self-assess their literacy skills giving the
WHDFKHUVDQLQFUHDVHGDZDUHQHVVRIHDFKVWXGHQW¶VLQGLYLGXDOOLWHUDF\JURZWK
Portfolio assessment and instructional planning. Seven studies examined instructional
changes that teachers made as a result of student assessment data from portfolios (Bartoochi &
Keshavarz, 2002; Benson & Smith, 1998; Campbell et al., 2001; Ezell et al., 1999; Hall &
Hewitt-Gervais, 2000; Karoly & Franklin, 1996; Thompson & Baumgartner, 2008). Working
with four first grade teachers who responded to questions regarding their experiences using
student portfolios in their classrooms, Benson and Smith found that teachers perceived that the
data retrieved from student portfolios did change their classroom instruction. The researchers
documented the instructional changes that took place in every classroom using observations.
³7KUHHSULPDU\FKDQJHVZHUHGRFXPHQWHGLQWHDFKHULQVWUXFWLRQDQGFXUULFXOXPZKLFKLQFOXGHG
more emphasis on writing and the writing process, more collaboration with students one-on-one,
and DJUHDWHUDZDUHQHVVRIJDSVLQVNLOOVLQDOODUHDV´ %HQVRQ 6PLWKS 
%DVHGRQWKHSRUWIROLRGDWDWKHIRXUWHDFKHUVLQ%HQVRQDQG6PLWK¶VVWXG\  
incorporated more creative writing opportunities for their students in their classrooms and found
WKHPVSHQGLQJPRUHWLPHGLUHFWO\WHDFKLQJWKHZULWLQJSURFHVV2QHWHDFKHUVWDWHG³,¶YHQRWLFHG
from the portfolios that we have done so much pattern writing and very little creative writing. I
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WKLQN,QHHGWRHPSKDVL]H³IXQ´ZULWLQJIRUDZKLOH´ %HQson & Smith, p. 178). After the
researchers asked teachers what items in the portfolios were most helpful, the teachers shared
that student writing samples were most helpful in pinpointing student progress on basic skills
such as spelling applications. Researchers also observed that teachers not only reported spending
PRUHWLPHWHDFKLQJWKHZULWLQJSURFHVVEXWWKDWPRUHHYLGHQFHRIFKLOGUHQ¶VZULWLQJVDOVREHJDQ
to appear hanging both in the classrooms and hallways. In fact, after comparing portfolios
completed in December with May portfolios, the researchers found that in the May portfolios
there were three times more stories written by students.
Another area of instructional change noted in the Benson and Smith (1998) study was the
value teachers placed on individual instruction. Teachers shared that both the portfolio centers
and the individual conferences positively affected their relationships with the students. One
WHDFKHUUHPDUNHG³%HFDXVHRIWKHSRUWIROLRFKLOGUHQKDYHWDNHQPRUHSULGHLQWKHLUZRrk. I have
realized even more the incredible power that one-on-one has with students. Even though there is
little time for this, I will make sure conferencing with my students and one-on-one instruction is
DSULRULW\LQP\FODVVURRP´ %HQVRQ 6PLWKS9).
Teachers in the Benson and Smith (1998) study also used data taken from portfolios to
help guide their future skill lessons. For example, when the students selected their finished work
samples to place in their portfolios, the teachers used those examSOHVWRLGHQWLI\³KROHV´LQWKHLU
VWXGHQWV¶VNLOOGHYHORSPHQWV³7KHVHµKROHV¶ZHUHODWHUHPSKDVL]HGWKURXJKIRUPDOOHVVRQV
JXLGHGDFWLYLWLHVDQGHYHQFHQWHUDFWLYLWLHV´ %HQVRQ 6PLWKS 7KRPSVRQDQG
Baumgartner (2008) found similar results in their exploration of portfolio use in elementary
school classrooms.
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The purpose of the Thompson and Baumgartner (2008) study was to explore the use of
portfolios in an elementary school classroom from the perspectives of both students identified
with disabilities and the teacher. The teacher maintained a research journal through the data
collection period. She noted that the daily feedback provided by the student portfolios changed
how she instructed a writing assignment. For example, the teacher noted in her journal on April
WKDW³PRUHVNLOOVUHYLHZDQGWHDFKLQJLVUHTXLUHGLQWKLVDUHD´ 7KRPSVRQ 
Baumgartner, p. 155) discussing how her students needed more instruction on how to look words
up in the dictionary. Thus, the student portfolios served not only as a record of student
achievement and progress but allowed the teacher to shape her instruction and curriculum both
on a daily and weekly basis.
The benefit of making instructional changes based upon the needs of an individual
student was also highlighted in the Karoly and Franklin (1996) study. Based on the student work
that was placed in the portfolio, teachers saw how well the target student was able to compose
written assignments. It helped them recognize that although this student tended to daydream
aloud before starting a writing assignment, his final written assignments were well done. Rather
than looking at this behavior as a pathological deficit as shown by traditional assessments,
WHDFKHUVH[SUHVVHGWKDWLWZDVVLPSO\WKLVVWXGHQW¶VXQLTue style of organizing a task and
outlining his composition. As a result of allowing this student the space and opportunity to work
through his unique brainstorming style, he was able to compose creative and above-average
writing assignments. The portfolio was also a tool to help the teachers recognize that this student
had difficulty sitting still and concentrating for more than 15 minutes. Based on this recognition,
they adapted their teaching environment by making sure the student knew he would be given
H[WUDWLPHWRFRPSOHWHWKHWDVNLIKHVRFKRVHDOWKRXJKKHSUHIHUUHGWRWDNHWKHWHVW³OLNH
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HYHU\RQHHOVH´7KLVVWXG\SURYLGHGFOHDUHYLGHQFHWKDWDOOWKUHHWHDFKHUVLQWKHVWXG\EXLOWLQ
opportunities for the student to move around the classroom during their class periods and gave
him choices when it came to planning work for him. Implementing opportunities for him to
move and planning work for him that would include choices were two instructional changes the
teachers made to accommodate him. Since the findings of this study indicated that the student
needed to see the task as reflecting his membership in a regular classroom and as part of a large
integrated whole rather than an isolated drill, teachers planned their curriculum to include models
and illustrations greatly accommodating the talents of this student.
The teachers interviewed by Karoly and Franklin (1996) believed that both the movement
and the power this student was given to make some decisions helped him become more invested
in his schoolwork. The evidence of this became apparent through the increasingly more
sophisticated quality of written compositions and projects that he created. For example, his
portfolio included several constructed items such as a wooden stool and a pyramid. The student
was required to make many math computations and illustrate using diagrams for both projects.
All of his computations were done by hand and placed next to each illustration that was drawn to
scale. He even took on a project during his free time working with a small battery-operated
racecar where his written description included a discussion on electromagnetic principles. His
teacher commented that this student effectively taught the children about the concept of
electromagnetism more effectively than she had attempted to do on an earlier occasion.
Using portfolio assessment also provided an opportunity for teachers participating in the
Ezell et al. (1999) study of portfolio use with students with intellectual disabilities to focus on
what their students couOGGR)RFXVLQJPRUHRQWKHLUVWXGHQWV¶DELOLWLHVUDWKHUWKDQWKHLU
disabilities was one of the major reasons why the teachers reported that using portfolio
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assessment with students who have intellectual disabilities was important. Ezell et al. shared that
students seemed to be more motivated to learn when their successful contributions were
KLJKOLJKWHG7HDFKHUVVKDUHGWKDWWKH\OHDUQHGPRUHDERXWLQGLYLGXDOVWXGHQWV¶LQWHUHVWVWKDQWKH\
WKRXJKWZDVSRVVLEOHDQGWKH\XVHGWKHVWXGHQWV¶LQWHUHVWVWRKHOSJuide their instruction. In fact,
RQHWHDFKHUVWDWHGWKDWWKHVWXGHQWV³OHDUQPRUHLILWLVVRPHWKLQJWKDWLVRILQWHUHVWWRWKHP´
(Ezell et al., p. 460).
(]HOOHWDO  DOVRIRXQGWKDWXVLQJSRUWIROLRVLQFUHDVHGWKHVWXGHQWV¶H[SUHVVLYH
language skilOV7KLVLQFUHDVHLQVWXGHQWV¶YHUEDOVNLOOVHQFRXUDJHGWHDFKHUVWRPDNHFKDQJHVLQ
their literacy instruction and curriculum to increase opportunities for students to practice those
skills. Teachers planned to include more peer sharing and peer assessment procedures in the near
future to allow their students more time to practice. One teacher shared that he was going to
encourage his students to include samples in their portfolios from events they participated in
outside of the school environment. He shared that this would give his students more
opportunities to verbally explain why such samples should be included, again further enhancing
their expressive language skills.
Although Campbell et al., (2001) did not specifically explore how portfolios guided and
directed literacy curriculum, they did examine how portfolios changed the perspectives of
caregivers. These changed perspectives directly impacted the instruction many individual
students received because instruction then began to be based on what that student could do rather
than focused only on behavior difficulties or academic deficits influenced by students
disabilities. This study demonstrated that attitudes and perspectives previously identified as
barriers to successful inclusion of young children with disabilities in community-based settings
could be changed by requiring caregivers to implement portfolio projects for individual students.
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7KHUHVHDUFKHUVSRLQWHGRXWWKDWWKHLPSDFWRISUDFWLWLRQHUV¶DWWLWXGHVDQGEHOLHIVDERXWWKHLU
relationships with children and families should not be underestimated. Such beliefs can directly
LQIOXHQFHSUDFWLWLRQHUV¶UHODWLRQVKLSVZLWKFKLOGUHQDQGWKHLUYLHZVRIWKHFKLOG¶VGHYHORSPHQW
performance, and success. Simply engaging in the process of developing individual portfolios
KHOSHGFDUHJLYHUVVHHWKH³ZKROHFKLOG´WKH\ZHUHZRUNLQJZLWKUDWKHUWKDQRQO\ORRNLQJDWWKH
difficult behavior or deficits based on disability labels.
Comparing pre- and post- comments shared by caregivers, Campbell et al. (2001) noticed
numerous changes in how caregivers described the children they worked with. For example, a
caregiver wrote in her pre-story that the child she was working with was a child with special
needs in the area of social-emotional needs. Her description of the child seemed to be an
acceptance of his behavior because he had a label of special needs. Her post-story described the
same student as a student who was playing well with others and sharing blocks and trucks when
other children ask him. There was no mention of his being a child with special needs. The
researchers found that there were a number of pre-stories that represented children negatively, in
WHUPVRIZKDWWKHFKLOGZDVQ¶WGRLQJUDWKHUWKDQZKDWWKHFKLOGFRXOGGR
Campbell et al. (2001) related that one caregiver, in her pre-story, described a child as
³HQHUJHWLFDJJUHVVLYHDQGDOHUW´6KHVKDUHGKRZWKLVFKLOGGLGWKLQJVWRJHWDWWHQWLRQOLNH
VQDWFKLQJWR\VIURPRWKHUFKLOGUHQDQGORRNLQJIRUDFDUHJLYHU¶VUHDFWLRQ$IWHUGRLQJWKH
portfolio projeFWWKHFDUHJLYHUGHVFULEHGWKHFKLOG¶VEHKDYLRUTXLWHGLIIHUHQWO\E\VD\LQJWKDWWKH
child was very bright, always wanting to learn more. Although the behavior may not have
FRPSOHWHO\FKDQJHGWKHFKLOG¶VUHDVRQIRUFRQWLQXLQJWKHEHKDYLRUPD\KDYHFKDQJHd. If the
caregiver directly working with the student was looking more for positive attributes and
beginning to focus more on the whole child, it could be possible that the child no longer needed
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negative attention from the caregiver. This is especially true since the portfolio projects
VWUXFWXUHGWKHFDUHJLYHU¶VREVHUYDWLRQVRIFKLOGUHQVRWKDWWKH\³QHHGHGWRREMHFWLYHO\REVHUYH
EHKDYLRUDQGGHYHORSPHQWZLWKDIRFXVRQDUHDVVXFKDVFKLOGUHQ¶VSUHIHUHQFHV
DFFRPSOLVKPHQWVDQGOHDUQLQJQHHGV´ &DPSEHOOHW al., p. 158).
Within the student portfolios used in the Barootchi and Keshavarz (2002) study, teachers
received feedback from the students about what the students thought about their needs, goals,
weaknesses, and strengths in language learning that impacted instruction. These student
UHIOHFWLRQVHQDEOHGWHDFKHUVWREHPRUHDZDUHRIWKHLUVWXGHQWV¶LQWHUHVWVQHHGVSRWHQWLDOVDQG
abilities as well as monitoring their own teaching methodologies. The researchers shared that
WKH\EHOLHYHGWKHSRUWIROLRVKDG³positive effects on instruction, made assessment and instruction
more closely interrelated and may effect changes in the nature of teacher-VWXGHQWLQWHUDFWLRQV´
(Barootchi & Keshavarz, p. 285). These researchers also wrote that students in the portfolio
grRXSVHHPHGWREHHQFRXUDJHGE\WKHLUWHDFKHU¶VUHIOHFWLRQVEHFDXVHWKH\EHFDPHPRUHDZDUH
of their own strengths and weaknesses that impacted their learning and attitudes. The researchers
ZURWH³SRUWIROLRDVVHVVPHQWLVXVHGDVDQLQWHJUDOSDUWRIOHDUQLQJas it provides the students with
opportunities to overcome their weaknesses. It forms not a final exam, but a learning experience
WKDWLVSDUWRIWKHRQJRLQJFRXUVHDQGVHUYHVDVDJXLGHWRWKHVWXGHQWDVZHOODVWKHWHDFKHU´
(Barootchi & Keshavarz, p. 286).
Hall and Hewitt-Gervais (2000) interviewed 26 elementary school teachers from Florida
about changes they had observed in their teaching since implementing a portfolio system in their
classrooms. Sixty-four percent of the teachers reported that portfolios had a positive effect on
their teaching. Some teachers reported that portfolios helped them see areas of weaknesses that
VWXGHQWVKDGWKURXJKWKHVWXGHQWV¶SRUWIROLRZRUNVDPSOHV7KLVKHOSHGWKHWHDFKHUVPDNH
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instructional planning changes such as re-teaching in small groups or on an individual basis. This
study also found that teachers reported using portfolios in the process of deriving grades for
report cards and progress reports.
Portfolios used as a home-school communication tool. Seven studies discussed how
portfolios were used as a way to increase communication during parent/teacher conferences or
meetings, between colleagues working with the same student, and between the students and the
teacher (Barootchi & Keshavarz, 2002; Benson & Smith, 1998; Campbell et al., 2001; Ezell et
al., 1999; Hall & Hewitt-Gervais, 2000; Karoly & Franklin, 1996; and Rhine & Smith, 2001). In
their study, Ezell et al. examined using portfolios with individuals with intellectual disabilities
and found a theme of parent communication. Teachers in this study shared that their conferences
ZLWKSDUHQWVZHUHEHWWHUIDFLOLWDWHGZKHQSRUWIROLRDVVHVVPHQWZDVXVHG7KHVWXGHQWV¶SRUWIROLRV
provided a visual representation for parents of what the teachers were saying. Portfolios also
SURYLGHGHYLGHQFHRIWKHVWXGHQW¶VDFDGHPLFJURZWKRUODFNRIJURZWK2QHH[DPSOHRIWKLVZDV
FOHDUZKHQRQHSDUHQWFRPPHQWHGWKDW³0\VRQ¶VSRUWIROLRWHOOVPHPXFKPRUHLQIRUPDWLRQ
than the results of some test. I can see what my son is doing and not have to determine what the
letter grades represent´, (Ezell, et al., p. 458). $JDLQDQRWKHUSDUHQWFRPPHQWHG³,GRQ¶WFDUHLI,
QHYHUJHWDQRWKHUOHWWHUJUDGHIRUP\FKLOG,MXVWZDQWWRNQRZZKDWKH¶VDFFRPSOLVKLQJDQG
ZKDWKH¶VQRW´, (Ezell, et al., p. 458). $QRWKHUSDUHQWRIDVHFRQGDU\VWXGHQWVWDWHG³,DPEHWWHU
equipped to help my child with his homework because I keep up with the portfolio conferences
and I know exactly what he needs help with´, (Ezell et al., p. 458). Comments such as these
proviGHHYLGHQFHRIKRZDVWXGHQW¶VSRUWIROLRPD\KHOSSDUHQWVEHWWHUXQGHUVWDQGWKHSURJUHVV
their child is making.
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Also both parents and teachers in the Ezell et al. (1999) reported that when using
portfolios, students appeared to be more motivated to attend school and learn. The students
seemed eager to select pieces to go into their portfolios and to share the portfolios with their
peers and people outside of the classroom setting. Parent and teacher conferences became
something that one parent described as an exciting activity for her daughter. She described the
SRVLWLYHFKDQJHVKHVDZLQKHUGDXJKWHU¶VEHKDYLRUWRZDUGVFKRRODQGVKDUHGWKDWVKHKRSHGKHU
GDXJKWHU¶VQH[WWHDFKHUZRXOGXVHSRUWIROLRVWRR
Campbell et al. (2001) designed one component of their portfolio project study so that the
SDUWLFLSDWLQJFDUHJLYHUVZRXOGQHHGWRLQWHUDFWZLWKWKHFKLOGUHQ¶VIDPLOLHVLQRUGHUWRJDWKHU
information required to develop portfolios of the pre-school aged children with whom they were
working. Caregivers were asked to complete pre- and post- stories about the children. It was
found that most of the pre-VWRULHVGLGQRWPHQWLRQWKHFKLOGUHQ¶VIDPLOLHVEXWGXHWRWKHSRUWIROLR
project components, the post-VWRULHVVWDJHRIWKHVWXG\PDQ\RIWKHFKLOGUHQ¶VIDPLOLHVwere
mentioned. For example, in a pre-VWRU\DFDUHJLYHUZURWHWKDWDFKLOG³KDVDKHDOWKSUREOHPDQG
is always sick. She only had six teeth up until last week; her mother says she is cutting her back
teeth all at the same time. She is a very picky eater anGYHU\VPDOOIRUKHUDJH´ &DPSEHOOHWDO
p. 159). The post-VWRU\GHVFULEHGWKHFKLOGDVFRPLQJ³IURPDORYLQJIDPLO\KHUPRWKHULVYHU\
LQWHUHVWHGLQKHUGDXJKWHU¶VZHOIDUHDQGHGXFDWLRQ6KHLVDOZD\VZLOOLQJWRFRQWLQXHWRUHYLHZ
her activities at home. Sierra can do all the motions during circle time, she loves to dance, sing,
DQGULGHWKHELNHV´ &DPSEHOOHWDOS 7KHRYHUDOOSRUWIROLRSURMHFWLQFOXGHGWKHIROORZLQJ
activities that involved parent participation: (a) inviting the parent of the child they were going to
work with to help them with the project; (b) meeting the parent and giving and reviewing the
³$OO$ERXW0H´IRUP F WDONLQJZLWKWKHSDUHQWDQGWRJHWKHUFRPSOHWLQJWKH³+RZ:H3URPRWH
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/HDUQLQJ´ZRUNVKHHW G PHHWLQJZLWKWKHSDUHQWDQGWRJHWKHUFRPSOHWLQJWKH³/HDUQLQJLQ
'LIIHUHQW3ODFHV´ZRUNVKHHWDQG H VKDULQJWKHILQLVKHGVWRU\SRUWIROLRZLWKWKHFKLOG¶VSDUHQW
7KHUHVHDUFKVKRZHGWKDWERWKSDUHQWDQGFDUHJLYHUFROODERUDWLRQDQGWKH³IDPLO\IRFXVHG´
structure of the portfolio helped participants construct strengths-based beliefs and perspectives
about children with disabilities or special needs.
Karoly and Franklin (1996) made no mention of communication between school and
home related to portfolio use. However, using a portfolio assessment did increase
communication between the general education teachers, the special education teacher, and the
associate psychologist. Both the teachers and the psychologist evaluated the portfolio. Such
communication greatly impacted the education this student received. Without collaboration and
UHJXODUFRPPXQLFDWLRQFUHDWHGWKURXJKWKHSRUWIROLRSURFHVVWKHVWXGHQW¶VXQLTXHVW\OHRI
writing (e.g., daydreaming aloud), his physical need to move around, and the incredible
expansion of his projects using models and drawings may never have been discovered and
communicated between the staff involved.
Barootchi and Keshavarz (2002) also did not mention communication between school
and home associated with portfolio use; however, they did focus on how student reflections
explaining how a piece of their work was their best provided feedback between students and
their teachers. This feedback allowed assessment and instruction to become more closely
interrelated and may have affected changes in the nature of teacher-student interactions in that
each student would also receive feedback teachers to become more aware of their own strengths
and weaknesses. The student reflections provided feedback to teachers, enabling them to be more
DZDUHRIHDFK³VWXGHQW¶VLQWHUHVWQHHGVSRWHQWLDOVDQGDELOLWLHVDQGWRPRQLWRUWKHLU
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PHWKRGRORJLHV´ %DURRWFKL .HVKDYDU]S 7KLVFRPPXQLFDWLRQH[FKDQJHVHHPHGWR
benefit the students compared to the other group within the study that did not use portfolios.
Hall and Hewitt-*HUYDLV  DOVRIRXQGWKDWLQWKH³DUHDRIFRPPXQLFDWLRQZLWK
SDUHQWVVWXGHQWVDQGRWKHUWHDFKHUVSRUWIROLRVZHUHVHHQDVKDYLQJFRQVLGHUDEOHLPSDFW´ S
223). Teachers reported that portfolios became a centerpiece for their parent-teacher conferences.
6KRZLQJVDPSOHVRIDVWXGHQW¶VZRUNJDYHSDUHQWVDQHIIHFWLYHFRQFUHWHZD\WRVHHWKHLUFKLOG¶V
progress. Like the Karoly and Franklin (1996) study, Hall and Hewitt-Gervais found that
portfolios also impacted the communication between teachers within their multiage-team
HQYLURQPHQW³3ULPDU\WHDFKHUVUHSRUWHGVKDULQJLQIRUPDWLRQLQWKHVWXGHQWV¶SRUWIROLRVZLWK
RWKHUWHDFKHUVDQGUHDGLQJVSHFLDOLVWVZLWKJUHDWHUIUHTXHQF\WKDQLQWHUPHGLDWHWHDFKHUV´ +DOO 
Hewitt-Gervais, p. 220).
Benson and Smith (1998) concluded that portfolio use communicated progress effectively
to parents of first grade students in their study. The teachers shared that portfolios represented
documentation of student growth, development, and an effective communication tool. Even
though parents preferred grades in the beginning, the teachers continued to focus on ways to
incorporate the student portfolios when talking to parents. One teacher reported that the best part
of the process of using student portfolios during a parent-WHDFKHUFRQIHUHQFHZDVWKDWVKH³FRXOG
VKRZPDVWHU\RIVNLOOVLQWKHFRQWH[WRIPHDQLQJIXOZULWLQJUDWKHUWKDQVRPHLVRODWHGGULOOVKHHW´
%HQVRQ 6PLWKS ([DPSOHVRIWKHVWXGHQWV¶ZRUNZHUHDOVRDJRRGZD\WRVKRZKRZ
the work fell within the criteria of specific grades that were given. Essentially, the researchers
VKDUHGWKDWDIWHU³VKDULQJWKHSRUWIROLRWHDFKHUVLQWKHVWXG\IHOWWKDWSDUHQWV¶DZDUHQHVVOHYHORI
WKHLUFKLOG¶VOLWHUDF\VSHFLILFDOO\ZULWLQJGHYHORSPHQWZDVLQFUHDVHGUHlevant skill strengths
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and weaknesses were conveyed; and overall communication and rapport with parents were
HQKDQFHG´ %HQVRQ 6PLWKS 
Two parents in a study conducted by Ezell et al. (1999) commented on how the portfolio
assessment process had increased their personal self-esteem and positive perspective toward their
children who had intellectual disabilities. The following quote from a parent revealed this
FKDQJHGSHUVSHFWLYHZKHQORRNLQJDWKHUFKLOG¶VSURJUHVV
My own self-esteem has increased because I feel better about what my child can do. For
\HDUV,KDYHEHHQIRFXVLQJRQDOOWKHWKLQJVWKDWP\FKLOGFRXOGQ¶WGR1RZ,IRFXVRQDOO
WKHWKLQJVP\FKLOGFDQGR,WKDVWRWDOO\FKDQJHGP\SHUVSHFWLYHRQP\FKLOG¶VOHDUQLQJ
(Ezell et al., p. 458)
As in the Ezell et al. (1999) study, the parents in the Rhine and Smith (2001) study
responded positively to a survey about whether or not the authentic assessments including
SRUWIROLRVZHUHPRUHEHQHILFLDOLQLQIRUPLQJWKHPRIWKHLUFKLOG¶VSURJUHVVstandardized testing
because the results were not immediately available. These parents shared that the combination of
DVVHVVPHQWWRROVJDYHWKHPWKHPRVWLQIRUPDWLRQDERXWWKHLUFKLOG¶VSURJUHVVDQGWKHSURJUHVVLRQ
of work their child had demonstrated.
Discussion
To date, few studies have examined the phenomena of using literacy portfolios as a form
of evaluation and progress monitoring, how the information obtained through this type of
DVVHVVPHQWFDQJXLGHDWHDFKHU¶VFXUULFXOXPDQGLQVWUXFWLRQSODQQLQJDQd implementation, or
how teachers have utilized the information within portfolios as a communication tool between
school and home or as a means of collaboration between school staff. There are even fewer
studies examining these aspects of portfolio assessment with students identified with disabilities.
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Only three studies were found that involved working with students identified with disabilities in
this review (Ezell et al., 1999; Karoly & Franklin, 1996; Thompson & Baumgartner, 2008). This
lack of research is disappointing since Wiener and Cohen (1997) wrote that one major advantage
of using portfolios in the classroom is that portfolios increase our knowledge about each student
DQGLQFUHDVHVHDFKVWXGHQW¶VVHOI-knowledge. This individualized knowledge is especially crucial
when designing effective instruction for students identified with disabilities.
Findings from the reviewed studies indicated that teachers in these studies made
decisions to develop strategies to support students based on information conWDLQHGLQVWXGHQWV¶
portfolios strategies as changing teaching methods by modeling the process of writing; creating a
Portfolio Center for independent practice; KDYLQJVWXGHQWV¶YLGHRWDSHWKHPVHOYHVVKDULQJWKHLU
portfolios to reinforce self assessment skills; and allowing frequent movement opportunities and
individual coping behavior during instruction.
Student portfolios also proved to be a useful tool for meeting and explaining to parents
and colleagues the attainment of IEP goals and documenting each sWXGHQW¶VVNLOOGHYHORSPHQW
)RUH[DPSOHRQHVWXGHQW¶VSRUWIROLRDOORZHGWHDFKHUVDQGVRFLDOZRUNHUVWRVHHWKHVWUHQJWKVRI
the student they were working with when examining his completed projects (Karoly & Franklin,
1996). His work examples provided concrete evidence of the progression of his writing skill
development. Interestingly, two studies found that combining standardized assessments such as
the Woodcock-Johnson in the Karoly and Franklin study or teacher-made tests in the Barootchi
and Keshavarz (2002) study with portfolio assessments provided their educational programs with
ongoing measurement of student growth even if that data from the portfolio directly conflicted
with their standardized assessment results.
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Wiener and Cohen (1997) wrote that one major advantage of using portfolios in the
classroom is their ability to merge both instruction and assessment, which would improve
WHDFKLQJ$WHDFKHU¶VRQJRLQJLQYROYHPHQWLQHYDOXDWLRQLVIXQGDPHQWDOZKHQLWFRPHVWRWKH
relationship between assessment and instruction. When teachers observe students and meet with
WKHPWRGLVFXVVWKHLUZRUNWKH\UHFHLYHLPSRUWDQWLQIRUPDWLRQDERXWWKDWVWXGHQW¶VSURJUHVV
Analysis of the studies reviewed in this paper made it very apparent that instructional changes
were made when portfolio assessment was used.
Most of the studies reviewed revealed that the immediate and ongoing awareness of a
VWXGHQW¶VVWUHQJWKVDQGZHDNQHVVHVZDVDQLPSRUWDQWUHVXOWRIXVLQJSRUWIROLRVDVDPHWKRGRI
assessment. In fact, study findinJVVHHPHGWRVXSSRUW:LHQHUDQG&RKHQ¶V  DVVHUWLRQWKDW
WKHHQWLUHSRUWIROLRSURFHVVSURYLGHV³KDUPRQ\EHWZHHQKRZWRDVVHVVDQGKRZWRLQVWUXFW
UHJDUGOHVVRIWKHZLGHUDQJHRIGLIIHUHQFHVEHWZHHQVWXGHQWV´ S 7KLVRQJRLQJDZDUHQHVVZDV
also apparent when students in the reviewed studies were working on their own self-assessment
skills, either to learn how to produce their best writing work artifacts, their progress toward
learning English, or the progress they were making on IEP goals (i.e., communication skills, selfesteem, self-determination skills).
Focusing on portfolio assessment and instructional planning, teachers in the reviewed
studies perceived that the data they retrieved from the portfolios encouraged them to make
instructional changes that included developing individualized assignments based on the needs of
the students they were working with as well as planning more time for one-on-one instruction.
The data from portfolios also gave teachers a greater awareness of individual strengths and
ZHDNQHVVHVDVZHOODVWKHVWXGHQWV¶LQWHUHVWVQHHGVSRWHQWLDOVDELOLWLHVDQGZKDWLQWHUHVWVWKHP
After gathering evidence of student learning, a teacher was able to help students practice the
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techniques of reflection that lead to students developing learning goals and throughout the year
redefining those goals. The data that was collected helped teachers to make changes in both
present and future lessons.
Another advantage of using portfolios found across several studies was that they can
enhance partnerships including collaboration between families and school and between teachers
and other staff members. Education is a partnership and communication is an important
component necessary for a successful partnership. Therefore, it is important to involve parents in
the educational process pertaining to their child. Focusing on the portfolio used as a home-school
communication tool, the studies that were reviewed revealed that the portfolios provided a
meaningful opportunity for parents to become mRUHLQYROYHGLQWKHLUFKLOG¶VDFDGHPLFJURZWK
WKURXJKRQJRLQJFRPPXQLFDWLRQXVLQJWKHSRUWIROLRDVDYLVXDOUHSUHVHQWDWLRQRIWKHLUFKLOG¶V
progress. Study findings revealed that teacher and parent conferences were better facilitated
when using portfolios because the student work samples showed both the progress and the lack
RISURJUHVV2QHSDUHQWVWDWHGWKDWKHUVRQ¶VSRUWIROLRSURYLGHGPRUHLQIRUPDWLRQWKDQWKHUHVXOWV
of a test, helping this parent feel that she was better equipped and more motivated to help her son
in the future (Ezell, et al., 1999). Parents of first graders in another study stated that portfolios
VKRZHGWKHLUFKLOG¶VDELOLWLHVWRXVHODQJXDJHVNLOOV LHZULWLQJFRQYHQWLRQV ZLWKLQDFRPSOHWHG
writing assignment more effectively than isolated language skill sheets had shown. Teachers
shared that the student work samples were a beneficial way to show how they assigned grades
when talking to parents. Generally, parents and others whose comments were shared in the
reviewed studies revealed that portfolios helped motivate their children and provided them with a
FRQFUHWHZD\WRVHHWKHLUFKLOG¶VSURJUHVV
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Two studies (Barootchi & Keshavarz, 2002; Karoly & Franklin, 1996) that did not
discuss communication between home and school but communication was still a key factor in the
successful implementation of student portfolios within these studies. Communication between
the general and special education teachers, and the associate psychologist was a necessary
component of implementing a portfolio for a student as an alternative method to show progress.
Without the collaboration and regular communication created through the portfolio process, this
VWXGHQW¶VXQLTXHOHDUQLQJFKDUDFWHULVWLFVDQGDFDGHPLFSURJUHVVPD\QHYHUKDYHEHHQGLVFRYHUHG
Barootchi and Keshavarz did not mention communication between home and school, but did
focus on communication between the students and the teacher. This communication enabled
WHDFKHUVWREHDZDUHRIWKHVWXGHQW¶VLQWHUHVWQHHGVSRWHQWLDOVDQGDELOLWLHVWKXV also monitoring
their own teaching methodologies.
Another theme found in this review pertained to student empowerment. Awareness of
what type of work individual students found they could accomplish and learning how to pick
their best work to be placed in their portfolios seemed to highly motivate students. One study, for
example, Ezell et al. (1999) showed that when working with students who have intellectual
disabilities, student motivation appeared to be the driving force behind the successful
implementation of the portfolios. Student portfolios became a prized possession showing how
well a student was learning including integral parts of self-determination skills. Another study
Benson & Smith (1998) showed how students learned the process of looking back on what one
had done and asking what, why, and how learning had taken place. This lead to students
developing learning goals and the continual refinement of those goals enable them to make
informed decisions about their own learning.
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Future I mplications
For students identified with disabilities to be successful in accessing the general
education curriculum, curricular and instructional modifications are not the only things that are
necessary. Changes in the way we monitor progress of students identified with disabilities must
DOVREHLPSOHPHQWHG$VVHVVPHQWRIWKHVHVWXGHQWVPXVWIRFXVRQUHFRJQL]LQJVWXGHQWV¶
accomplishments and skills and understanding how students construct knowledge. Simply, there
is no one right answer or correct way of demonstrating knowledge. Wiener and Cohen (1997)
VKDUHGWKDWWKH³IOH[LELOLW\LQDVVHVVPHQWIRUPDWVSURYLGHGLQSRUWIROLRDVVHVVPHQWSURPRWHV
DFFRPPRGDWLRQDQGDFFHSWDQFHRIDQLQGLYLGXDO¶VXQLTXHOHDUQLQJVW\OH´ S 3RUWIROLR
assessment can facilitate access to the general curriculum by providing flexibility and
encouraging teachers, whether they are general or special educators, to look at the development
and growth of students as indicated by the student work provided in their portfolio. Few studies
have been completed regarding the use of portfolios with students identified with disabilities. I
believe it is important to explore what unique and different information literacy assessment
portfolios could provide, how the information obtained from literacy assessment portfolios
impact my instructional decision-making, and how using literacy assessment portfolios influence
SDUHQWV¶XQGHUVWDQGLQJRIWKHLUFKLOG¶VSURJUHVVDQGVNLOOVLQWKHDUHDRIOLWHUDF\7KHUHLVVWLOO
much that can be learned about using portfoliRVWRDVVHVVVWXGHQW¶VSURJUHVVDQGHQKDQFH
instruction. As Wiener and Cohen eloquently shared:
Experience has taught that every year that a teacher uses portfolios to document and
assess students brings new learning about portfolios and usually a new portfolio design.
In essence, classroom portfolios become a mirror of curriculum, instruction, and
assessment practices. As teachers examine this mirror, they discover areas that need
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major changes or minor refinements. The teacher then becomes, like the student who
produced the portfolio, a true learner. (p. 256)
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Chapter 3
M ethodology
This dissertation, a case study, examined the process of using literacy assessment
portfolios within a cross-categorical special education classroom to investigate the following
questions: (a) do classroom-based literacy assessment portfolios provide distinct information
about the literacy development of students identified with a disability, and if so, in what ways;
(b) does information obtained from classroom-based literacy portfolios impact my (as the
teacher-participant) instructional decision-making and if so, in what ways; (c) does the use of
classroom-EDVHGOLWHUDF\DVVHVVPHQWSRUWIROLRVLQIOXHQFHSDUHQWV¶XQGHUVWDQGLQJRIWKHLUFKLOG¶V
progress and skills in the area of literacy and if so, in what ways. In this chapter I will review the
qualitative research paradigm using naturalistic inquiry, as well as its application in this
particular case study that will include the selection of research participants, the types of data
collected and procedures used to do this, and the data analysis techniques utilized.
Research Paradigm and Design
Lincoln and Guba (1985) pointed RXWWKDW³QDWXUDOLVWLFLQTXLU\LVGHILQHGQRWDWWKHOHYHO
of method but at the level of paradigm´ S250). They further elaborated that it is not necessary
that naturalistic inquiry be conducted by qualitative methods entirely. This is relevant to this
study because some quantitative measures (e.g., reading levels) were gathered as another way to
show progress in the area of literacy. Yet clearly, if the inquirer does not adopt the axioms of the
naturalistic paradigm it cannot be a naturalistic inquiry. Comparing the positivist paradigm with
the naturalist paradigm, Lincoln and Guba defined five axioms concerning the nature of reality,
the relationship of knower to the known, the possibility of causal linkages, and the roles of
values.
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The first axiom explains that there are multiple constructed realities that can only be
studied holistically where each inquiry raises more questions than answers, although some
understanding can be achieved (Lincoln & Guba, 1995). The idea of multiple constructed
realities is very compatible in a special education classroom environment where instruction must
be constructed and implemented to accommodate the individual needs of student-participants
receiving such services. My experience throughout this study has shown that instruction often
raised more questions than it answered even though some understanding was achieved.
The second axiom with a naturalistic epistemology states that the inquirer and the object
of inquiry interact and influence each other, so they are inseparable (Lincoln & Guba,1985).This
assumption makes naturalistic inquiry a good fit for teachers studying their own classrooms. I
found that in my research environment (i.e., self-contained special education classroom) the
interaction between the student-participants and the teacher, myself as the teacher-participant,
was constant and this interaction not only influenced each of us but also could not be eliminated
IURPWKHUHVHDUFKHTXDWLRQ/LQFROQDQG*XEDUHPLQGHGXVWKDW$ULVWRWOH¶VWKRXJKWVZRXOG
continue to play out in Western thinking for nearly two thousand years when Aristotle said that
anytime humans intervened, they change the reality of the context (p. 92).
/LQFROQDQG*XED¶V  third axiom speaks to the issue of generalization in that the
aim of inquiry is that knowledge can only be described ideographically as a working hypothesis
that describes an individual cases (ideograph) rather than as the positivist version whose aim is to
develop a nomothetic body (group-based) of knowledge in the form of generalizations that are
true and will pertain to any place and any time. Individual behaviors are so intimately bound to
particular times and contexts and can be said to be socially constructed within that time and
context. After implementing this case study in my special education classroom I found that the
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student-SDUWLFLSDQWV¶EHKDYLRUs were impossible to accurately generalize in a rationalistic,
propositional or law-like manner (i.e., one attached to scientific discourse). Knowing this I
understood that if I wanted to derive naturalistic generalizations, I would need to provide my
readers with information using thick description in the form in which the readers might
experience a natural classroom environment.
Lincoln and Guba (1985) described the fourth axiom that addresses the possibility of
causal linkages explaining that all entities simultaneously shape each other (social construction)
thereby making it impossible to distinguish the causes from the effects. This is in direct conflict
with the positivist epistemology that posits that most actions can be explained as the result of a
cause that precedes the effect temporally or simultaneously. During this case study, I was aware
that developing a portfolio may produce a desired outcome and it may be possible to come to an
understanding of why it produced the desired outcome, but there is no assurance that this will be
the case.
Finally, Lincoln and Guba (1985) recognize within naturalistic inquiry defines inquiry as
value-bound (fifth axiom) in at least five ways. First, inquiries are influenced by inquirer values.
Second, inquiry is influenced by the choice of the paradigm that guides the investigation. Third,
inquiry is influenced by the choice of the substantive theory utilized to guide the collection and
analysis of data and interpretation. Fourth, inquiry is influenced by the values that inherent in the
context. Fifth, inquiry is either value-resonant (reinforcing and congruent) or value-dissonant
(conflicting). Within my study, values did play a significant part of this inquiry, requiring me to
make every effort to expose and explain them while taking them into account on a continuous
basis. Simply, inquiry is value bound. It can be influenced by the values of the inquirer, by the
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axioms or assumptions that have been described, the methodological paradigm that support the
inquiry, and of course, the values that characterize the surrounding conditions of the inquiry.
When implementing a naturalistic inquiry, Lincoln and Guba (1985) recalled four
assumptions in order to support this inquiry. The first presumption was that the level of paradigm
defines naturalistic inquiry not the methodology. Second, using naturalistic inquiry means there
is heavy reliance on the human as instrument, meaning the human will be the major form of data
collection. Third, as the inquirer, I made a serious attempt to develop my initial design statement
for this naturalistic inquiry. Finally, since I conducted this naturalistic inquiry in my classroom
where I have taught for four continuous years, I made every effort to become thoroughly
acquainted with my field site.
Lincoln and Guba (1985) put forward as a basis of argument that trustworthiness of a
research study is important when one evaluates its worth and this can be established by
addressing credibility, transferability, dependability, and confirmability. In addressing
confidence in the truth RIWKLVVWXG\¶VILQGLQJV FUHGLELOLW\ WHFKQLTXHVVXFKDVSURORQJHG
engagement provided the development of rapport and trust, persistent observation provided the
depth, triangulation using multiple data sources helped to produce understanding, and member
checks were implemented as a technique to establish the validity of the accounts that were
described. When addressing whether the findings have applicability in other contexts
(transferability) a detailed account of the field experiences using thick description was used as a
way of achieving a type of external validity. Next, when showing that the findings in this study
were consistent and could be repeated (dependability) inquiry audits (i.e., detailed conversations
from other educators and staff members) were used to foster accuracy or validity of this case
study. Finally, when showing the extent to which the findings of this case study were shaped by
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the participants and not researcher bias, motivation, or interest (confirmability), multiple sources
of data were used to produce understanding (triangulation) and a transparent description of the
research steps taken from the start of this case study through the reporting of fits findings (audit
trail).
Within this naturalistic framework, I used this case study research design to examine the
process of using LAPs with students identified with disabilities. This qualitative approach helped
answer questions about the nature of phenomena (i.e., literacy assessment portfolios) as one way
to document student-SDUWLFLSDQWV¶ progress for the purpose of interpreting and understanding that
phenomena from the participantV¶ points of view. Since case study research is neither new nor
essentially qualitative or more of a choice of what is to be studied rather than a methodological
choice, my research goal and research questions were most suitable for a case study design.
Merriam (1998) wrote that case studies could be particularly useful for studying a process,
program, or individual in an in-depth, holistic way that allows for deep understanding. She also
wrote that when using DFDVHVWXG\GHVLJQWKH³LQWHUHVWLVLQWKHSURFHVVUDWKHUWKDQRXWFRPHVLQ
context rather than specific variables, in discovery rather than confirmation´ 0HUULDP p. 19).
Creswell (1998) wrote ³DFDVHVWXG\LVDQH[SORUDWLRQRIDµERXQGHGV\VWHP¶RUDFDVH RU
multiple cases) over time through detailed, in-depth data collection involving multiple sources of
LQIRUPDWLRQULFKLQFRQWH[W´ S 7KHERXQGHGV\VWHPWRXQGHrstand could be an activity,
event, process, or individuals. In this study, the bounded system was confined to a self-contained
special education classroom that was bounded by time in this study beginning in December and
ending in May of one school year. Further, Denzin and Lincoln (1994 VWDWH³qualitative
researchers study things in their natural settings, attempting to make sense of or interpret
phenomena in terms of the meaning that people bring to them´ S 7KLVVWXG\DWWHPSWHGWR
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interpret the phenomena of using literacy assessment portfolios in a self-contained special
education classroom using thick description pertaining whether or not classroom-based literacy
assessment portfolios provided distinct information about the literacy development of students
identified with disabilities, and if so, in what ways; did information that was obtained from
classroom-based literacy portfolios impact my (as the teacher-participant) instructional decisionmaking and if so, in what ways; and whether or not the use of classroom-based literacy
DVVHVVPHQWSRUWIROLRVLQIOXHQFHGSDUHQWV¶XQGHUVWDQGLQJRIWKHLUFKLOG¶VSURJUHVVDQGVNLOOVLQWKH
area of literacy and if so, in what ways.
Description of M ethodology
Both Stake (1995) and Yin (1994) identified at least six sources of evidence in
naturalistic case studies that reflect what researchers have implemented: (a) documents, (b)
archival records, (c) interviews, (d) direct observation, (e) participant observation, and (f)
physical artifacts. First, they describe documents as letters, administrative documents, and
agendas. In the interest of triangulation of evidence, documents such as these could serve to
corroborate the evidence from other sources and make inferences about events that occurred.
Since this study took place in a special education classroom, each student participant had an
updated Individualized Educational Plan (IEP). Each student participant had a working file that
included the current IEP, diagnostic testing results, medical information, and documents
SHUWDLQLQJWRDQ\FKDQJHZLWKWKDWSDUWLFXODUVWXGHQWSDUWLFLSDQW¶VSURJUHVVRUDPRXQWRIVHUYLFH
Second, archival records can be records and survey data. I was careful to verify that the records
were accurate. In this study, I used IEP working files that were small depositories of student
participant work samples, classroom assessments, and past IEPs. It also included brief
summaries of student-SDUWLFLSDQWV¶KHDOWKLVVXHVDQGSDUHQW-participants concerns and
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preferences. More historical information pertaining to the student-SDUWLFLSDQW¶VHGXFDWLRQDO
history was also included taken from each student-SDUWLFLSDQW¶VFRQILGHQWLDOILOHWKDWLVVWRUHG
under lock and key in most school sites.
Third, interviews can be an important source of case study information. There are several
forms of interviews. Interviews can be open-ended (i.e., respondents are asked to comment about
certain events providing insight or solutions), focused (i.e., the respondent is interviewed for a
short period of time answering a set of questions), or structured (i.e., where questions are
detailed and developed in advance similar to a survey). I conducted two focused interviews with
each participating parent. Each interview consisted of four questions and was conducted with
each participating parent at the beginning of the study (i.e., December) and when the study was
completed (i.e., May). We also conducted a student-led conference with parents during the
month of March so students could share their progress using their literacy assignment portfolios
with their parents and added time in the final interview in May so students to complete another
student-led conference for the end of the year.
Fourth, direct observation occurs during a case study as informal data collection
activities as well as formal protocols to measure and record behaviors. As the teacher-participant
I was the researcher within the events that was studied. I collected both informal and formal
sources of evidence through diagnostic testing, interest inventories, reading attitude surveys,
parent-participant questionnaires, reading and writing conference notes, and by reflecting in a
teacher journal on a regular basis what I had observed in my classroom related to literacy
assessment progress and any instructional decisions I made.
Fifth, physical artifacts include daily student participant work and writing process
projects (e.g., expository, narrative, persuasive) developed during this study. As Winton Tellis
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 SRLQWVRXW³WKHSHUVSHFWLYHRIWKHUHVHDUFKHUFDQEHEUoadened as a result of the
GLVFRYHU\´ S :LWKLQWKLVVWXG\VWXGHQW-participants were taught how to pick out samples of
their own work that show progress, and they were asked to comment on how they constructed
this work, what they liked about it, what they would change about it, and whether or not they
would want to try this type of assignment again (e.g., writing process, reading response).
Setting of this study. This study took place in a local elementary school with
approximately 514 students. Of these students 2.9% were African-American, 2.9% were AsianPacific, 66.3% were Caucasian, 23.9% were Hispanic, and 3.9% were Native American, based
on the local school districts demographics for the year of 2006/2007. This elementary school was
located in a middle class socioeconomic area. Three Caucasian students identified with a
disability participated in this study. One of the student-SDUWLFLSDQWV¶ZDVDPDOHLQWKHIRXUWK
grade and two were females in the fifth grade. This study took place in my cross-categorical selfcontained education classroom.
This study began in December and ended in May, which was 6 months of a 10-month full
traditional school year with approximately 182 days. The setting was a portable classroom
located on the west side of the school. There were two tables (i.e., kidney-shaped, octagonshaped) for student-participants and two desks used by my educational assistant and myself.
Student work was displayed on several walls along with one installed white board. I had two
primary areas set up in my classroom that included one area for literacy instruction and one area
for math instruction. There was an independent reading area with a small couch and several
bookcases full of books, which include chapter books, early readers, and picture books. I had a
reading instruction area for guided reading and writing groups with storage for instructional
materials including a stand-alone white board for reading and writing strategy instruction. For
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larger group instruction, I had a shared reading arHDZLWKDFRORUIXOGLUHFWRU¶VFKDLUDQGDQHQG
table with a basket full of picture books and the most recent chapter book that was read aloud on
a daily basis. Since I incorporated technology within my literacy instruction, I had a mini
computer lab with two computers, a shared printer, and a laptop hooked up to a projector for
both projected books and fluency drills.
Selection of participants. Within a naturalistic inquiry, Lincoln and Guba (1985)
H[SODLQHGWKDW³ZKHQWKHLQVWUXPHQWLVDKXPDQEHLQJZHPean that the human-as-instrument is
inclined toward methods that are extensions of normal human activities: looking, listening,
VSHDNLQJUHDGLQJDQGWKHOLNH´ S /LQFROQDQG*XEDIXUWKHUH[SODLQHGWKDWKXPDQVWHQGWR
want to interview, observe, and sift through documents while taking into account even nonverbal
language situations. In this naturalistic inquiry, the participants were three student-participants,
four parent-participants, and a teacher participant. The most appropriate sampling strategy for
WKLVFDVHVWXG\ZDVSXUSRVHIXOVDPSOLQJWKDWZDV³EDVHGRQWKHDVVXPSWLRQWKDWWKHUHVHDUFKHU
wants to discover, understand, and gain insight and therefore must select the sample from which
WKHPRVWFDQEHOHDUQHG´ 0HUULDPS 7KHFULWHULa for inclusion in this study as a
student- participant were the following: Each student-participant: (a) was identified with a
disability, (b) received literacy instruction in my special education classroom, (c) was in the
fourth or fifth grade, (d) had given his or her written assent to participate in this case study, (d)
had a signed parent consent for participation in the study, and (e) required academic support in
the area of literacy development.
Since this study was designed to gather a large amount of data pertaining to each studentSDUWLFLSDQW¶VLQGLYLGXDOOLWHUDF\GHYHORSPHQW,GHFLGHGWRSLFNDVPDOOVDPSOHWRPDNHVXUHWKDW
I was fulfilling the requirement of this study and also completing my responsibilities as a teacher
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within this classroom. After I had received both university and school district approval for this
study, I sent out a letter explaining the details of my study (e.g., purpose, procedures,
confidentiality) to each parent whose child meet the criteria. The first three students whose
parents provided consent and who themselves gave assent became the student and parentparticipants. In order to insure that all student-participants and non-student-participants received
equitable educational experiences, I implemented the literacy assessment portfolios procedures
in my classroom for all students on my caseload but only used the more in depth methods of
inquiry (i.e., reflective teaching journal, data collection pertaining to study) with specified
student-participants (and only used data from the three student-participants). Each group of
participants contributed to this study by completing a variety of items for analysis within the
time frame of collection set up within the study (Table 2).
Student-participants. I recruited three student-participants. Each student-participant met
the criteria as stated above and was asked to develop a Literacy Assessment Portfolio (LAP) with
the following eight sections: (a) introduction letter; (b) student written reflections; (c) a reading
log; (d) student work samples with attached comment sheets each student completed; (e)
informal reading assessments; (f) informal writing assessments; (g) a Family Sharing Response
section; and (h) a section for Reflections of Integrated learning of Teacher student Exchange
(WRITE) Conferencing guides, Quarterly Assessment Summaries and Portfolio Assessment
Criteria Checklist for Teachers.
Parent-participants. I recruited four parent-participants. Three were mothers of studentparticipants and one was a father of one of the participants. The criteria for participation as a
parent-participant was that their child met the above criteria and that they had given consent to
participate in the study. Data were collected in three ways. First, each parent-participant engaged
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in two audiotaped formal interviews (i.e., initial and final) and completed two parent-participant
TXHVWLRQQDLUHVSHUWDLQLQJWRWKHLUFKLOG¶VIHHOLQJVDERXWVFKRROVSHFLDOQHHGVDQGWKHIDPLO\¶V
language and literacy practices. Second, parent-participants participated in parent/student-led
LAP conferences (which they allowed me to audiotape as a way of taking notes) during the
VFKRRO\HDUZKHUHZHGLVFXVVHGWKHLUFKLOG¶VSURJUHVV,WLVLPSRUWDQWWRQRWHWKDWWKHILQDOIRUPDO
interview took place during the second student-led LAP conference at the end of the school year
GXHWRSDUHQWDOFRQYHQLHQFH,XVHGERWKWKHGLVWULFW¶V6WDQGDUGV-based Progress Reports as well
DVWKHLUFKLOG¶V/$3WRGLVFXVVHDFKFKLOG¶VSURJUHVVVRGXULQJWKHVKDULQJRIWKH/$3WKH
conferences transformed into parent/student-led conferences with the student-participants sharing
their accomplishments with their parents. Finally, at the end of each conference, I asked each
parent-SDUWLFLSDQWWRZULWHFRPPHQWVSHUWDLQLQJWRWKHLUFKLOG¶s progress that was stored within
WKH)DPLO\6KDULQJ5HVSRQVHVHFWLRQLQWKHLUFKLOG¶V/$3
Teacher-participant. Finally, as the teacher-participant, I maintained a reflective teaching
journal that contained entries describing what I saw in the classroom that was related to literacy
assessment, the progress students were making, and my instructional decision-making as the year
progressed. I also developed a data system using FileMaker Pro 10 where I included work
samples from students categorized in three separate areas as follows: (a) reading; (b) writing;
and (c) word study.
Based on the ethics of research involving human subjects, I followed the principles of
respect of persons, beneficence and justice. Since the participants are minors, I took special
precautions to protect them from risk. Upon receiving the informed consent from the parents
DQGRUJXDUGLDQV,REWDLQHGHDFKVWXGHQW¶VDVVHQWEHFDXVHPLQRUVFDQQRWOHJDOO\JLYHFRQVHQW
The informed assent and consent forms informed each individual about what would occur during
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the research study and the intended use of the research data I collected. I made sure each
individual involved in this study received an explanation of the tests and the experimental
procedures that were used. I did inform them that they could withdraw from participation at any
time, and that their requests to do so would be honored.
Data Collection and Recording
In this study I used a variety of data obtained through formal and informal assessments as
well as my reflective teaching journal. I used both qualitative (i.e., interviews and reflective
teaching journal) and quantitative (i.e., diagnostic testing results, fluency rates) forms of data.
The data collection items have been separated into three categories (e.g., student-participants,
parent-participants, and teacher-participant) to make clear what data was collected, from whom,
and when.
The use of literacy assessment portfolios (LAP) was the centerpiece of my data collection
efforts. It is defined as a purposeful collection RIVWXGHQWZRUNWKDWWHOOVWKHVWRU\RIWKHVWXGHQW¶V
efforts, progress, or achievement in the area of literacy development. Wiener and Cohen (1997)
pointed out the importance of making sure that each portfolio has a clear purpose. The first
purpose was to provide my student-participants with opportunities for realistic and authentic
assessment of their literacy by observing them during reading and writing. The second purpose
was to collect actual student-participant work samples and have each student-participant evaluate
his or her work sample before placing that sample into his or her portfolio. The third purpose was
to create a collaborative relationship between the teacher-participant and student-participant so
that instructional goals were appropriate and relevant to actual student needs and interests. The
fourth purpose was to create opportunities through portfolio conferencing for direct one-on-one
instruction to maximize the quality of teaching through individualized group instruction. The

87
fifth purpose was to assist each student in developing metacognitive and self-reflective reading
and writing skills. Finally, the sixth purpose was to share information about the studentSDUWLFLSDQW¶VDFWXDOUHDGLQJDQGZULWLQJVWUDWHJLHVZLWKRWKHUPHPEHUVRIWKHLQstructional team
including the parent-participants, general education teacher, and related service personnel.
Student-participant data collection. :LHQHUDQG&RKHQ  VWDWH³WKHSRUWIROLR
process gives the teacher a portrait of or window into the interests, abilities, goals, learning
VWUDWHJLHVDQGRXWFRPHVRILQGLYLGXDOVWXGHQWV´ S 6LQFHRQHRIP\UHVHDUFKTXHVWLRQVZDV
to investigate what distinct information literacy assessment portfolios might provide about
VWXGHQWV¶OLWHUDF\GHYHORSPHQW, gathered data for analysis by gathering background information
on each student-participant, conducting formal assessments (e.g., DRA2), and creating an
Individual Student File for each student-participant.
I ndividual student file. Each student-participant had a file that I kept in a locked filing
cabinet. The contents of the file included background information taken from the studentSDUWLFLSDQW¶V,(3WKDWZLOOSURYLGHVRPHEDVHOLQHLQIRUPDWLRQDERXWWKHVWXGHQW-SDUWLFLSDQW¶V
literacy abilities, and interests. Each file contained formal assessments for reading (i.e., DRA2,
QRI-5) and two parent questionnaires (i.e., Getting to Know Your Child, Getting to Know your
&KLOG¶V/DQJXDJHDQG/LWHUDF\3UDFWLFHV WDNHQIURP2ZRFNLDQG*RRGPDQ S-98).
Table 2 lists, describes, and gives the time frame of collection for the items that were stored in
WKHVWXGHQWILOHV7KHTXHVWLRQQDLUHV $SSHQGL[( ) FRQWDLQHGHDFKSDUHQW¶VZULWWHQUHVSRQVH
WRTXHVWLRQVDERXWFKLOGUHQ¶VDFDGHPLFDQGPHGLFDOQHHGVDVZHOOas information about their
FKLOG¶VODQJXDJHDQGOLWHUDF\SUDFWLFHVVXFKDVWKHLUIDYRULWHERRN
Background data information. I summarized this information taken from the studentSDUWLFLSDQW¶V,(3E\W\SLQJLWLQWRDFRPSXWHUILOH7KHVXPPDU\LQFOXGHGWKH student-
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SDUWLFLSDQW¶VH[FHSWLRQDOLW\LQLWLDOWHVWLQJUHVXOWVLQWKHDUHDRIUHDGLQJDQGZULWLQJEULHIKLVWRU\
from initial IEP to present IEP, parent-participant contact information, medical information, and
strengths and weaknesses shared within the IEPs. This information was gathered in order to fully
understand the student-participants I worked with during this study.
Data analysis. The data gathered from the background information was in the form of
anecdotal notes. Information was reviewed from the WHDFKHU¶VZRUNLQJILOHDQGWKHVWXGHQW¶V
FRQILGHQWLDOILOH,WRRNQRWHVRQWKHPRVWVLJQLILFDQWGDWDSHUWDLQLQJWRWKHVWXGHQW¶VDFDGHPLFV
diagnostic information, and any strengths or needs that were noted in the files. I verified the data
with other documents (i.e., dates, results) and summarized the information in the form of
anecdotal notes. The analysis of the data taken from the background data information is
discussed in Chapter Four for each student-participant.
Formal assessment. I administered several reading diagnostic assessments to obtain
information about each student-SDUWLFLSDQW¶VUHDGLQJOHYHOIOXHQF\GHFRGLQJDQG
comprehension skills. I administered the Direct Reading Assessment (DRA2) and the Qualitative
Reading Inventory (QRI-5) two to three times during the school year for each studentparticipant. The DRA2 provided scores given in reading engagement, oral reading fluency, and
comprehension. The student-participant was asked to begin retelling the story that he or she had
read starting at the beginning and then asked both a reflection and a connection question. A
DRA2 detailed continuum form was then completed to obtain scores in the above areas (e.g.,
reading engagement) and a reading level. The QRI-5 began with concept questions assessing
whether the reading sample material was familiar or unfamiliar and allowed the studentparticipant to make a prediction about what the story would be about. The student-participant
read a passage and the total number of miscues and the number of meaning-change miscues will
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be recorded, as well as the fluency rate. The student-participant then retold the story and answer
both implicit and explicit questions. The results of this assessment determined whether the
student-participant was in the independent, instructional or frustration range after reading the
assigned text.
Data analysis. The data gathered from the formal assessments was in the form of reading
levels, fluency rates, decoding skills, and comprehension skills that had been mastered.
InformDWLRQZDVUHYLHZHGIURPWKHWHDFKHU¶VZRUNLQJILOHWKHVWXGHQW¶VFXPPXODWLYHILOHDQG
WKHVWXGHQW¶VFRQILGHQWLDOILOH,WRRNQRWHVRQWKHPRVWVLJQLILFDQWGDWDSHUWDLQLQJWRWKHVWXGHQW¶V
academics, diagnostic information, and any strengths or needs in the areas of reading or writing.
I verified the data with other documents (i.e., dates, results) and summarized the information in
the form of anecdotal notes. The results of the analysis of the data taken from the formal
assessments are discussed in the results section for each student-participant.
Parent questionnaires. I asked each parent-participant to complete two questionnaires in
the beginning of this study during the month of December. The two questionnaires were titled
³*HWWLQJWR.QRZ<RXU&KLOG´ DQG³*HWWLQJWR.QRZ\RXU&KLOG¶V/DQJXDJHDQG/LWHUDF\
3UDFWLFHV´ 2ZRFNL *RRGPDQS-98). The questionnaires (Appendix E & F) contain
TXHVWLRQVDERXWFKLOGUHQ¶VDFDGHPLFDQGPHGLFDOQHHGVDVZHOODVLQIRUPDWLRQDERXWWKHLU
FKLOG¶VODQJXDJHDnd literacy practices such as their favorite book. I asked each parent-participant
to provide as much detail as they could about their child. As Owocki and Goodman wrote,
³JLYHQWKDWODQJXDJHXVHGLIIHUVIURPFKLOGWRFKLOGLWPDNHVVHQVHWRWDLORUHYDOXDtion to connect
ZLWKLQGLYLGXDOFKLOGUHQ¶VVWUHQJWKV´ S 7KHFRPSOHWHGTXHVWLRQQDLUHVSURYLGHGPHZLWK
information pertaining to the student-participants, such as their cultural experiences, and gave me
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insight into their ways of speaking, knowing, and thinking. My goal of gaining insight about
HDFKFKLOG¶VODQJXDJHOHDUQLQJZDVFRPSOHWHG
Data analysis. The data gathered from the parent questionnaires were in the form of
written answers to the questions within the questionnaires completed by the parent- participants
about their child. Information was highlighted from the completed responses on the parent
questionnaires. I took notes on the most significant data and I verified by going over the parent
responses for a second time. I then summarized the information in the form of anecdotal notes.
The results of analysis of the data taken from the parent questionnaires are discussed in Chapter
Four for each student-participant.
Literacy Assessment Portfolio. Each student Literacy Assessment Portfolio was a large
3 inch binder with eight sections as follows: (a) a section with an introduction letter written by
the student-participant introducing the purpose the LAP and its table of contents; (b) a section for
written reflections by the student-participants describing how they felt as a reader and writer and
what goals and expectations they have for themselves; (c) a section with a reading log that
contains a list of all the books the student-participant had read or books that had been read to
them during the school year; (d) a section for student-SDUWLFLSDQW¶VZRUNFRQWDLQLQJDFWXDOZRUN
products on which student-participants had attached comment sheets to each work sample; (e) a
section for informal reading assessments that included bi-weekly fiction and nonfiction reading
conferences with two comprehension assessments (i.e., multiple-choice test, retelling rubric) and
a one-minute reading analysis. Also within this section were two completed interest inventories
and two completed Reading Attitude Surveys; (f) a section for informal writing assessments that
included bi-weekly fiction and nonfiction Writing Conference for Reading Responses, two
Words Their Way Elementary Spelling Inventories, and the results of the three required
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Writing/Presentation projects (i.e., informational report, fairy tale, and mini science experiment)
where each student-participant provided a copy of their project and/or a picture of the poster
board with a writing rubric and a presentation rubric attached; (g) a section for a Family Sharing
5HVSRQVHZKHUHSDUHQWVPDGHDERXWWKHLUFKLOG¶V/$3ZHUHVWRUHGDQG K DVHFWLRQIRUDOO
Written Reflections of Integrated learning of Teacher student Exchange (WRITE) Conferencing
guides. These forms comprised of information from a conference focused on the evaluation of
the student-SDUWLFLSDQW¶V/$3$OVRZLWKLQWKLVVHFWLRQZHUHWKH4XDUWHUO\$VVHVVPHQW
Summaries and Portfolio Assessment Criteria Checklist for Teachers were stored. The checklist
helped me insure that each portfolio showed evidence of literacy development, studentparticipant work that shows progress, raw data and summarizing data, a consistent purpose, a
collection of student-participant work throughout the year, evidence of student-SDUWLFLSDQW¶VVHOIreflection, shows evidence of student-SDUWLFLSDQW¶VVHOI-assessment. Table 3 lists, describes, and
gives the time frame of collection for the items that were stored in each student LAP.
LAP introduction letter. After instruction, each student-participant was instructed to
write or dictate to the teacher-participant a statement describing the purpose of the LAP and how
it was organized into eight sections generating a table of contents. Student-participants were
asked to date each entry so that they can compare their work from the beginning of the school
year to the end of the school year.
Data analysis. The student-participant completed their LAP Introduction letters in the
beginning of the year and during the Written Reflections of Integrated learning for Teacher
student Exchange (WRITE) conferences I reviewed them with each student-participant. After
each WRITE conference I reviewed my notes making sure they were complete and then verified
that the information I took was correct by going over my WRITE conference notes for a second
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time. I summarized the information in the form of anecdotal notes. The analysis of any data
taken from the student-SDUWLFLSDQW¶VLQWURGXFWLRQOHWWHULVGLVFXVVHGLQ&KDSWHU)RXUIRUHDFK
student-participant within Results from Written Reflections of Integrated learning for TeacherStudent Exchange (WRITE) conference.
Student LAP reflection. In this section of the LAP, student-participants were asked to
write or dictate some information about what were their interests and attitudes in the area of
literacy, along with their expectations for that school year. I reviewed this section with each
student-participant during the Written Reflections of Integrated learning for Teacher student
Exchange (WRITE) conference that was set up to review the details of the student-SDUWLFLSDQW¶V
LAP and prepare student-participants for the parent/student-led LAP conferences.
Data analysis. After each WRITE conference I reviewed my notes making sure they were
complete and then verified that the information I took was correct by going over my WRITE
conference notes for a second time. I summarized the information in the form of anecdotal notes.
The analysis of this data is discussed in Chapter Four of each student-participant within Results
from Written Reflections of Integrated learning for Teacher-Student Exchange (WRITE)
conference.
Reading log. In this section of each student-SDUWLFLSDQW¶V/$3WKHVWXGHQW-participants
kept track of the books they read and the books that were read to them. This list included the type
of reading (e.g., fiction, nonfiction), the date, the title of the book, and the author of the book.
Student-participants also kept a Reading Counts Chart that was placed next to the reading log in
their LAPS that kept track of the number of books under each category (e.g., Land of
Enchantment, Newbery, Biography). This sheet also served as a visual reminder so when they
completed a certain number of books, they would earn a t-shirt from our librarian.
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Data analysis. The data were gathered from the Reading Logs of each studentparticipant and the Reading Counts Chart as anecdotal notes describing the total number of
books read for the year. I reviewed the data on the Reading Logs (i.e., number of books read,
types of books) and the Reading Counts Chart. I summarized the information taken from both
documents and verified that it was correct. The analysis of this data is discussed in Chapter Four
of each student-participant within Results from Written Reflections of Integrated learning for
Teacher-Student Exchange (WRITE) conference.
Student work samples. Every Wednesday, we worked on the LAPs as a class. Students
would pick out work samples they wanted to include in their LAPS and complete Student Work
Sample Comment Sheets (Appendix K) by answering the following questions: (a) how I did this
piece; (b) what I like about it; (c) what I wish I could change about it; and (d) do I want to try
this again? After they completed the comment sheet, they attached it to their work and turned it
in for evaluation.
Data analysis. As the student completed their Student Work Sample Comment Sheet and
attached it to their student work sample, I verified that all the questions had been completed by
the student and wrote a summary in the form of anecdotal notes. I also commented in my
teaFKHU¶VUHIOHFWLYHMRXUQDODERXWVRPHRIWKHUHVXOWV,REVHUYHGLI,IHOWWKDWLQIRUPDWLRQZDV
significant enough to consider instructional or curriculum changes. The results of the analysis of
this data are discussed in Chapter Four for each student-participant within Results from Written
Reflections of Integrated learning for Teacher-Student Exchange (WRITE) conference.
Writing presentation project conferences. Each student-participant was required to
complete three major Writing/Presentation projects across the school year. These projects gave
me the opportunity to evaluate their use of a four-step writing process (i.e., graphic organizer,
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written rough draft, final written product, and presentation) as well as, their ability to present the
information to a small group of peers. Each student-participant used a writing rubric and a
presentation rubric to guide them when completing each project. In a group setting, I instructed
students on how to use a rubric and why it was important for them to strive for the most points.
This was ongoing instruction. During each Writing Conference, a form was completed
(Appendix M), using dictation from the student-participant, answering such questions as what he
or she liked about the writing project, what sources or books he or she used for inspiration, did
he or she use his or her best handwriting skills and check for spelling, capitals and end points,
what he or she thinks would make their writing project better, what types of props did he or she
use during the presentation, what type of help he or she will need to improve their writing skills,
and what he or she thinks was the best thing or things about his or her writing project and
presentation.
I then completed the writing rubric and the presentation rubric for each project. The
Writing Project Rubric (Appendix M- page 2) assessed the student-SDUWLFLSDQWV¶ZULWLQJVNLOOV
using a scale from 1 to 4 in the categories of sentence fluency, grammar and spelling
conventions, penmanship, organization, and voice. The Writing Project Presentation Rubric
(Appendix M-page 3) assessed the student-SDUWLFLSDQWV¶SUHVHQWDWLRQXVLQJDVFDOHIURPWRLQ
the categories of preparedness, comprehension of topic, used complete sentences when
answering questions, stayed on topic, volume, and enthusiasm. The Presentation Rubric assessed
the student-SDUWLFLSDQWV¶SUHVHQWDWLRQRIWKHLUSURMHFWLQIURQWRIWKHLUSHHUVWKDWVRPHWLPHV
included a visual aid they have created.
Data analysis. The data gathered from the Writing Presentation Project Conferences was
collected in the form of anecdotal notes and was placed in the Quarterly Assessment Summary
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completed two times during the study. I made anecdotal notes on the Writing Project rubrics
(i.e., writing & presentation rubrics). I also verified that my anecdotal notes were correct by
JRLQJWKURXJKWKHLQIRUPDWLRQRQPRUHWLPH,DOVRFRPPHQWHGLQP\WHDFKHU¶VUHIOHFWLYHMRXUQDO
about some of the results I observed if I felt that information was significant enough to consider
instructional or curriculum changes. The results of the analysis of this data are discussed in the
Chapter Four for each student-participant within Results from Informal Writing Assessments.
I nformal assessments for reading and writing. During the period of this study I sent
home with each student-participant either a fiction or nonfiction book every two weeks taking
LQWRDFFRXQWWKHVWXGHQW¶VLQWHUHVWVDQGUHDGLQJOHYHO(DFKVWXGHQW-participant was asked to read
the book at home for two weeks. With the book I also sent home worksheets that related to the
book to give each student added practice; they had one week to complete and return these sheets.
The number of worksheets assigned was individualized for each student; I also made a many
modifications to the sheets. At times, I rewrote the directions and cut down the number of
practice items I wanted them to complete. During the first week with their new book, I also made
sure there was time during the school day given for students to read their book silently in class
and with either myself or my educational assistant.
At the end of the second week, I conducted either a Reading Conference for Fiction
(Appendix G), or a Reading Conference for Nonfiction (Appendix H). During each type of
conference I completed a Reading Analysis (Appendix I) with each student-participant. After we
had discussed questions on each conference sheet pertaining to the type of book (i.e., fiction,
nonfiction), each student-participant was asked to pick out a section of the read the book and
read aloud with me while I conducted a reading analysis. The reading analysis helped me note
what type of cueing system they used most often, the number of repetitions they made, and how
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often they used punctuation during the reading. I also calculated the fluency rate and how the
student-participant correctly used retelling skills, using a scale from outstanding to inadequate
based on a percentage scale. During this time I alternated my time with each student having
some of them read their book silently in class preparing to take their comprehension test or
complete their written response to an extended question that pertained to the book they had read.
I decided to use the extended response because most of my students had a great deal of difficulty
answering the question in a written form. Later that afternoon or the next day, the studentparticipant and I sat down in the classroom and completed a two-page Writing Conference for
Reading Response Sheet (Appendix J). Prior to the actual conference, I completed the teacherSDUWLFLSDQW¶VHYDOXDWLRQSDJHDVVHVVLQJWKHVWXGHQW-SDUWLFLSDQW¶VZULWLQJVWDJH LHHPHUJHQW
beginning, early developing, developing, and fluent), assess their use of language mechanics, and
making comments and instructional need statements pertaining to that particular writing
assignment.
Data analysis. The data gathered from the bi-weekly reading and Writing Conference for
Reading Responses was placed in the Quarterly Assessment Summary that was completed two
times during the study. I made anecdotal notes on the informal assessments for both reading and
writing. I then verified that the data taken (e.g., fluency rates) were correct. I also commented in
P\WHDFKHU¶VUHIOHFWLYHMRXUQDODERXWVRPHRIWKHUHVXOWV,REVHUYHGLI,IHOWWKDWLQIRUPDWLRQZDs
significant enough to consider instructional or curriculum changes. The analysis of the reading
conference data is discussed in Chapter Four for each student-participant within Results from
Informal Reading Assessments. The analysis of the writing conference data is discussed in
Chapter Four for each student-participant within Results from Informal Writing Assessments.
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I nterest inventory. I administered the Interest Inventory (Appendix C) with each studentparticipant one-on-one, and had the student-participants dictate their answers. This inventory
seeks to find out if the student likes to read, how often they read, what types of books they are
interested in reading, their favorite book and author, books and magazines they like to read, and
why they choose certain books (e.g., size, cover). This information gave me some guidance when
I picked chapter books to read aloud, and when I selected reading instructional level books for
each student- participant to take home in their homework packets. I administered this tool both at
the beginning of the school year and at the end of the school year to see if the studentSDUWLFLSDQW¶VLQWHUHVWVKDGFKDQJHG
Data analysis. The data gathered from the Interest Inventory was in the form of dictated
answers given by the student-participants from questions within this inventory. I made anecdotal
QRWHVRQWKHVWXGHQW¶V,QWHUHVW,QYHQWRULHVDQGDVNHGHDFKVWXGHQWIRUPRUHLQIRUPDWLRQLI,
needed it. I then verified that the data taken were correct. I also commented in my tHDFKHU¶V
reflective journal about some of the results I observed if I felt that information was significant
enough to consider instructional or curriculum changes. This data was placed in the Quarterly
Assessment Summary was completed two times during the study. The analysis of the Interest
Inventory data is discussed in Chapter Four for each student-participant within Results from
Informal Reading Assessments.
Reading attitude survey. I administered the Elementary School Reading Attitude Survey
(Appendix D) two times a year (i.e., December, May) to a small group or one-on-one depending
on each student- SDUWLFLSDQW¶VLQGLYLGXDOQHHGV7KLVDVVHVVPHQWSURYLGHGDTXLFNVQDSVKRWRID
student-SDUWLFLSDQW¶VDWWLWXGHVWRZDUGUHDGLQJ,WFRQVLVWHGRITXHVWLRQVand can be
administered to the whole class in about 10 minutes. Each item presents a brief and simple
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statement about reading and was followed by four pictures of Garfield. The four Garfield
characters show different emotional stances such as the happiest Garfield, a slightly smiling
Garfield, a mildly upset Garfield, and a very upset Garfield. Student-participants circle the
picture that best represents their answer to each question.
Data analysis. This survey was scored by counting the points assigned to each picture.
Points range from 4 for the happiest Garfield to 1. I added up the total points scored for the 10
questions concerning recreational reading, and the 10 questions that pertain to academic reading.
This provided a raw score for each category (i.e., recreational, academic). Then both categories
were added together to get a full-scale raw score. I then converted the raw scores into percentile
ranks for the appropriate grade level by using Table 1 in McKenna and Kear (1990). These data
were placed in the Quarterly Assessment Summary that was completed two times during the
study. I made anecdotal notes on this survey if I observed a behavior I needed to note (e.g., level
of cooperation at time of facilitation) and I then verified that the data taken (e.g., raw scores)
ZHUHFRUUHFW,DOVRFRPPHQWHGLQP\WHDFKHU¶VUHIOHFWLYHMRXUQDODERXWVRPHRIWKHUHVXOWV,
observed if I felt that information was significant enough to consider instructional or curriculum
changes. The outcomes of the analysis of the Reading Attitude Survey are discussed in Chapter
Four for each student-participant within Results from Informal Reading Assessments.
Family sharing response. This section was stored in the LAP. A detailed description and
data analysis has been described within the Parent-participant Data Collection that follows.
WRI TE conferences for LAP. $FRQIHUHQFHLVWKH³WHDFKHU¶VZD\RIWDNLQJWKHSXOVHRI
WKHFODVVWKHLQGLYLGXDOVWXGHQWDQGWKHVXFFHVVRIYDULRXVLQVWUXFWLRQDOVWUDWHJLHV´ :LHQHU 
Cohen, 1997). I held two Literacy Assessment Portfolio conferences using the WRITE
Conference Guide (Appendix N) with the student-participants during the months of March and
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May. During each conference I asked student-participants the following 10 questions: (a) what
ZDV\RXUEHVWZRUNDQGZKDWPDNHVLWVR E KRZGRHVWKLVFRPSDUHZLWKODVWPRQWK¶VEHVWZRUN
or other work you did not include, (c) after reviewing your journal responses and story maps,
what comments can you make about your reading, (d) what are your reading goals for the next
month, (e) what would you like to improve in your writing, (f) how can I, the teacher, help you,
J VLQFHWKHODVWFRQIHUHQFHZKDWERRNGR\RXZDQWWRGLVFXVVEHFDXVHLWZDV³VRJRRG´³VR
EDG´RU³VRVSHFLDOLQVRPHZD\´ K what are you most pleased about with regard to your
learning, (i) what ideas have you been thinking about, or what piece of information have you
learned that you want to discuss at the LAP conference, and (j) what would you particularly like
to share with your family? There was also an area for comments pertaining to the studentSDUWLFLSDQW¶V,QWURGXFWLRQ/HWWHUWKHVWXGHQW-SDUWLFLSDQW¶V6WXGHQW5HIOHFWLRQVWKHVWXGHQWSDUWLFLSDQW¶VUHDGLQJORJDQGWKH3RUWIROLR$VVHVVPHQW&ULWHULD&KHFNOLVWIRU7HDFKHUs (see
Appendix O) that was primarily used for ensure all components are present in each portfolio.
My purpose for having the conferences was to guide curricular decisions and determine
effective teaching and learning strategies. I wanted to evaluate if each student-participant was
actively learning, what evidence of this we saw in their portfolios, and how student-participants
reflected on their strengths and weaknesses. Also, I wanted to know if my student-participants
developed learning goals by recognizing what they had or had not achieved.
Data analysis. The data gathered from the WRITE conferences for LAP were in the form
of anecdotal notes on the most significant data and I verified by going over the student dictated
for a second time. I also commentHGLQP\WHDFKHU¶VUHIOHFWLYHMRXUQDODERXWVRPHRIWKHUHVXOWV,
observed if I felt that information was significant enough to consider instructional or curriculum
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changes. The analysis of the WRITE conferences for the LAP is discussed in Chapter Four for
each student-participant within Results from Informal Reading Assessments.
Quarterly assessment summary. I summarized information that was stored in the
individual student-SDUWLFLSDQW¶V,QGLYLGXDO6WXGHQW)LOH LHEDFNJURXQGLQIRUPDWLRQIRUPDO
assessments, informal assessments) using the Quarterly Assessment Summary form. This
Quarterly Assessment Summary (Appendix P) was completed in March and May.
Data analysis. The data gathered from the Quarterly Assessment Summaries was in the
form of anecdotal notes. I then verified that the data taken was correct by going through the
VWXGHQW¶V/$3DQG6WXGHQW,QGLYLGXDO)LOH,DOVRFRPPHQWHGLQP\WHDFKHU¶VUHIOHFWLYHMRXUQDO
about some of the results I observed if I felt that information was significant enough to consider
instructional or curriculum changes. The analysis for the Quarterly Assessment Summaries is
discussed in Chapter Four for each student-participant.
Portfolio assessment criteria checklist for teachers. In order to make sure there was a
distinction between a portfolio that was just a depository of student-SDUWLFLSDQW¶VZRUNDQGD
portfolio process for assessment purposes as I purposed in my study, I used The Portfolio
Assessment Criteria Checklist for Teachers (PACCT). This tool was validated by surveyed
experts in the field within a study completed by Ezell and Klein (2002). I used this checklist
(Appendix O) to document evidence of each criterion item on this checklist. Each item was given
a check mark if that item had been included in the LAP. This checklist was used both in March
and May of the school year.
Data analysis. This was a simple checklist used as a form of quality assurance that all
student-participant literacy assessment portfolios show evidence of the 14 portfolio components
required in each LAP. The data gathered from the Portfolio Assessment Criteria Checklist for
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Teachers was placed in the WRITE Conference Guide. The analysis of the data taken from
formal assessments is discussed in Chapter Four within Results of Written Reflections of
Integrated learning from Teacher-Student Exchange (WRITE) conferences.
Parent-participant data collection. :LHQHUDQG&RKHQ  ZURWH³WKHSRUWIROLR
concept provides a meaningful opportunity for parents to become more involved in their
children¶VOLWHUDF\JURZWKWKURXJKDGLDORJXHZLWKERWKWKHLUFKLOGUHQDQGWKHWHDFKHUXVLQJWKH
SRUWIROLRDVDFHQWHUSLHFH´ S 6LQFHRQHRIP\UHVHDUFKTXHVWLRQVZDVWRILQGRXWLIDQGKRZ
the use of classroom-based literacy assessment portfolios influenced SDUHQWV¶XQGHUVWDQGLQJRI
WKHLUFKLOG¶VSURJUHVVDQGVNLOOVLQWKHDUHDRIOLWHUDF\,IRXQGLWEHQHILFLDOWRJDWKHUGDWDIRU
analysis through two structured interviews, two parent/student-led conferences, and other
FRPPXQLFDWLRQVERWKZLWKLQWKHLUFKLOG¶V LAP (i.e., Family Sharing Response), and through
home and school correspondence.
I nterviews. I asked that each parent-participant to participate in two interviews during the
beginning of this study (i.e., December) and toward the end of this study (i.e., May). I used an
interview protocol that had four open-ended questions pertaining to the kinds of information
parent-SDUWLFLSDQWVKDYHUHFHLYHGLQWKHSDVWDERXWWKHLUFKLOG¶VOLWHUDF\GHYHORSPHQWKRZWKH\
felt about the information they received, what information they would like to receive, and how
they would like to receive that information. During each interview with parent-participants, I
explained the purpose of the study, the amount of time that would be needed to complete the
interview, and I offered to provide a copy of the transcribed interview after I have transcribed
them. I used the Interview Protocol for both the pre- and post- interviews (Appendices A & B).
Data analysis. See Parent/student-led LAP conferences section below for data analysis.

102
Parent/student-led LAP conferences. The parent/student-led conferences were held two
times during the school year (i.e., March, May), and they were audiotaped and then transcribed
as a way to take notes. Parents agreed to be audiotaped at the time of each conference. The last
student-led parent teacher conference followed immediately after the final conference due
SDUHQWDOVFKHGXOHFRQYHQLHQFHV7KHFHQWHUSLHFHRIWKHVHFRQIHUHQFHVZDVWKHVWXGHQW¶V/$3
$IWHUJRLQJRYHUWKHGLVWULFW¶V6WDQGDUGV%DVHG3URJress Report that showed progress toward
mastery of the grade level standards I then watched as each student-participant reviewed the LAP
with each of their parents. I then shared the results of the formal and informal assessments with
the parents. I followed the same procedures to protect privacy and confidentiality as I described
within the Interviews section prior to this section.
Data analysis. I audiotaped the interviews and the parent/student-led conferences using
an Olympus WS-210 Digital Voice Recorder purchased at Radio Shack, model number WS-210,
and catalog number 55031944. After the interview and parent/student-led conference had taken
place, I transferred the audio files to my MacBook Pro computer and placed the files on my
Simple Tech external hard drive for storage. This hard drive was locked in a file cabinet in my
home office for safekeeping when I was not using it. During both the interviews and the
parent/student-led conferences, I took notes and recorded those notes into typewritten form with
title, date, participant(s) using pseudonyms involved, the location where each event (i.e.,
interviews, parent/student-led conferences) was held, and the times in which each event took
place. I transcribed all my recordings verbatim to preserve non-speed verbalizations (e.g., umm,
aahh), verbal contractions (e.g., gonna), and strong emotion within a statement (using
parenthesis). I told the parent-participants that all of the interview and parent/student-led
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conference transcripts and the audiotapes were stored in my locked filing cabinet in my home
office and the audiotapes will be destroyed after the study was completed.
I used thematic analysis as a method for identifying, analyzing and reporting patterns
(themes) within the data. The thematic analysis consisted of several steps. Analysis of the parentparticipant data consisted of first transcribing the audiotapes of interviews and parent/student-led
LAP conferences, resulting in nine transcripts. I then used thematic analysis as a method for
identifying, analyzing and reporting patterns (themes) within the data. The thematic analysis
consisted of several steps. I first searched across the data set (i.e., transcripts of interviews,
parent/student-led LAP conferences, family sharing responses, and ongoing written
communication with parent-participants) and found repeated patterns of meaning from the data I
extracted. In step two of the analysis, I coded interesting features of the data in a systematic
method across the entire data set and collated data relevant to each code. I then collated the codes
into potential themes in step three.
Family sharing responses. :LWKLQHDFKVWXGHQW¶V/$3WKHUHZDVDVHFWLRQIRU)DPLO\
Sharing Responses. Weiner and Cohen (1997) recommended including written feedback from
home as an important addition to the LAP because it shows parental interest and concern about
WKHLUFKLOG¶VSURJUHVV7KLVVHFWLRQKHOGDFRXSOHRIOLQHG;SLHFHVRISDSHUZLWKDQ
instruction sheet that asked parent-participants to date and sign the notes that they wrote
UHIOHFWLQJRQWKHLUVWXGHQW¶VSURJUHVV,UHPLQGHGSDUHQWVWRFRPSOHWHWKHVKHHWVDWWKHHQGRIWKH
conference; some of the parents wanted to take a sheet home and return the completed sheet the
next day. This type of data collection was completed parent/student-led parent conferences
which occurred two times during the study (i.e., March, May).
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Data analysis. The data gathered from Family sharing responses in each student LAP was
in the form of anecdotal notes. I then verified that the data correct by going over the notes for a
VHFRQGWLPH,DOVRFRPPHQWHGLQP\WHDFKHU¶VUHIOHFWLYHMRXUQDODERXWVRPHRIWKHUHVXOWV,
observed if I felt that information was significant enough to consider instructional or curriculum
changes.
Teacher-participant data collection. :LHQHUDQG&RKHQ  ZURWH³DVWHDFKHUV
observe children and meet with them to discuss and reflect on their work, they receive valuable
LQIRUPDWLRQDERXWKRZHDFKFKLOGLVSURJUHVVLQJ´ S 6LQFHRQHRIWKHUHVHDUFKTXHVtions of
this study was to explore how the information obtained from literacy assessment portfolios
impacted my instructional decision-making, I gathered data for analysis using a reflective
teaching journal. In this journal, I reflected periodically on what I saw in the classroom related to
literacy assessment, including the progress student-participants were making and my reflections
pertaining to the instructional decisions that were made during the school year.
Reflective teaching journal. Not surprisingly, John Dewey (1933) believed that there are
three key attitudes that are necessary for teachers to be reflective: open-mindedness,
responsibility, and wholeheartedness. One form of self-directed professional inquiry that is also a
vehicle for understanding yourself as a teacher is a reflective teaching journal. It offers a place
for teachers to explore both the planning and outcomes of curricular and instructional activities
in the classroom. Most of all, a reflective teaching journal can be a place to pursue those nagging
questions or issues that a teacher faces on a daily basis. It can be a place to record honest
perceptions of and reactions to classroom situations. I believe that engaging in reflective teaching
did involve the examination of my motivation, my thinking, and my practice.
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Data analysis. I created a two-column table in a Word document on my computer that
included the date of my daily reflection, a written description of relevant documents and
questions that came up during instruction that I collected. Periodically, I reread the typed written
journal and handwritten notes, answered any questions I had posed, and wrote notes within the
typed form. The reflective teaching journal was focused on the progress student-participants
were making in the class and any discussions during meetings, and parent-participant
conferences that occurred pertaining to student-participants.
I used thematic analysis as a method for identifying, analyzing and reporting patterns
(themes) within the data. The thematic analysis consisted of several steps. I began analysis of the
data collected from my reflective teaching journal by identifying, analyzing, and then reporting
patterns (themes) within the data. I searched across my data set (i.e., reflective teaching journal)
and found repeated patterns of meaning from the data I extracted. In phase 2 of the analysis, I
coded interesting features of the data in a systematic method across the entire data set and
collated the data relevant to each code. I then collated the codes into potential themes in phase 3.
Next, I reviewed the themes and generated a thematic table defining and naming themes (phase
4).
Data processing and analysis. Some might ask what is important about well-collected
qualitative data. One feature is tKDWLW³IRFXVHVRQQDWXUDOO\RFFXUULQJRUGLQDU\HYHQWVLQQDWXUDO
VHWWLQJVRZHFDQKDYHDVWURQJKDQGOHRQZKDWµUHDOOLIH¶LVOLNH´ 0LOHV +XEHUPDQS
10). Since the data in this case study were collected in close proximity to a specific situation (i.e.,
my special education classroom), it was locally grounded. This was important because what was
learned in this study has the potential of helping other special education teachers communicate
the progress of their students in the area of literacy development in an alternative fashion.
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$QRWKHUIHDWXUHRITXDOLWDWLYHGDWDLVWKHULFKQHVVDQGKROLVPSURYLGHGWKURXJKWKH³WKLFN
GHVFULSWLRQV´RIGDWD6XFKGHVFULSWLRQVFRXOGKHOSRWKHUVSHFLDOHGXFDWLRQWHDFKHUVLGHQWLI\DQG
possibly implement some of what they have read. Since qualitative data is well suited for
locating the meanings people place on processes and connecting such meanings to the social
world around them, this case study provided a well documented process of using literacy
assessment portfolios in a special education classroom while looking through the lens of a
WHDFKHUV¶GHFLVLRQPDNLQJSURFHVVHVZKHQPDNLQJFXUULFXOXPDQGWHDFKLQJGHFLVLRQV
In case studies, communicating understanding is the goal of data analysis. In this case
study, data were derived from interviews, questionnaires, diagnostic assessments, writing and
reading conference notes, and field notes in the form of a reflective teaching journal. Since there
was a tremendous amount of data, my biggest challenge was to make sense out of the data that I
had collected. This was why I paid particular attention to data management. Data analysis started
by bringing all the data together in a well-organized fashion so the information could be easily
retrievable. I used FileMaker Pro 10 to set up my research database. This allowed me to organize
all the data collecting items and use it as a resource tool when searching for student work
samples. This database allowed me to quickly retrieve electronic copies of student work to show
parents during conferences, search for reading analysis results (e.g., fluency rates, retelling
scores), search for and compare comprehension and retelling scores, and review student reading
goals. During analysis, I was able to verify scores and self-assessment answers students had
dictated.
Trustworthiness. In naturalistic inquiry, trustworthiness is established through the use of
WHFKQLTXHVWKDW³SURYLGHWUXWKYDOXHWKURXJKFUHGLELOLW\DSSOLFDELOLW\WKURXJKWUDQVIHUDELOLW\
consistency through dependability, DQGQHXWUDOLW\WKURXJKFRQILUPDELOLW\´ (UODQGVRQ+DUULV
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Skipper & Allen, 1993, p. 132). The meaning of trustworthiness is how a researcher can
persuade his or her audience (including self) that the findings of a study are worth
acknowledging (credibility). Lincoln and Guba (1985) suggested that activities that make it more
likely to have credible findings and interpretations produced will be through prolonged
engagement, persistent observation, and triangulation. Since this case study took place during an
entire school year, prolonged engagement was evident giving me the opportunity to build trust:
³,ISURORQJHGHQJDJHPHQWSURYLGHVVFRSHSHUVLVWHQWREVHUYDWLRQSURYLGHVGHSWK´ /LQFROQ 
Guba, 1985, p. 304). It required me to identify characteristics or elements during my research
that were most relevant to the problem and focus on them in detail. The third technique for
improving the probability that my findings and interpretations would be found credible was
through the use of triangulation. I had multiple data collection methods and data sources in my
case study that provided collaborative evidence for the validity of my qualitative research
findings.
To facilitate transferability of findings to other similar classrooms, I used thick
descriptions and purposive sampling in this case study to demonstrate transferability for
application in other similar contexts (Guba and Lincoln, 1989, p.241). Data and processes were
reported using thick descriptive detail to allow judgments about transferability. The descriptive
GHWDLOVRIWKHFODVVURRPHQYLURQPHQWDQGWKHDFWLYLWLHVWKDWWRRNSODFH³FUHDWHGLQWKHUHDGHU¶V
PLQGPD\EHUHPDUNDEO\FORVHWRWKDWZKLFKZRXOGEHJDLQHGE\GLUHFWH[SHULHQFH´ (UODQGVRQ
et al., 1993, p. 33).
Since the foundation of transferability is through thick description of the sending context,
purposive sampling was necessary due to the relevance to the research questions in this case
VWXG\3XUSRVLYHVDPSOLQJZDVDOVRXVHGEHFDXVHLWZDV³EDVHGRQWKHDVVXPSWLRQWKDWWKH
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researcher wants to discover, understand, and gain insight and therefore must select the sample
IURPZKLFKWKHPRVWFDQEHOHDUQHG´ 0HUULDPS 3DUWLFLSDQWVZHUHFKRVHQIRUWKHLU
relevance to the research questions using classroom-based portfolios with students identified
with disabilities. The first three student-participants that met the criteria for inclusion in this
study whose parents provided consent and who themselves give assent became student and
parent participants.
To facilitate dependability showing that the findings of this study were consistent and
could be repeated to other similar studies, a dependability audit was conducted by providing an
audit trail. This was done through a great deal of documentation such as interview and
conference notes, student reflections and work samples, parent transcribed dialogue and
questionnaire responses, and the reflective teaching journal. Dependability was also
demonstrated through the dense description of my research methods and through triangulation by
checking the consistency of the findings generated by the various data collection methods used in
this case study.
FinallyDVWKHQDWXUDOLVWLFUHVHDUFKHU,UHDOL]HWKDW³REMHFWLYLW\LVDQLOOXVLRQDQGWKDWQR
methodology can be totally separated from those who have created and selected it (Erlandson et
al., 1993, p. 34). I did not attempt to ensure that my observations were free from contamination
(i.e., biases) by myself as the researcher. I trust in the confirmability of my data because that data
³FDQEHWUDFNHGto their sources, and that the logic used to assemble the interpretations into
VWUXFWXUDOO\FRKHUHQWDQGFRUURERUDWLQJZKROHVLQERWKH[SOLFLWDQGLPSOLFLW´ *XED /LQFROQ
1989, p. 243). This confirmability was communicated through an audit trail using various
documents accumulated during this case study (e.g., quarterly assessment summary). Erlandson
HWDO  ZURWHWKDW³DQDGHTXDWHWUDLOVKRXOGEHOHIWWRHQDEOHWKHDXGLWRUWRGHWHUPLQHLIWKH
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conclusions, interpretations, and recommendations can be traced to their sources and if they are
VXSSRUWHGE\WKHLQTXLU\´ S 
Again, the goal of my data analysis in this case study is to communicate an understanding
of how using literacy assessment portfolios with students identified with disabilities enable them
to demonstrate what they are learning, how using literacy assessment portfolios inform the
SDUHQWV¶XQGHUVWDQGLQJRIWKHLUFKLOGUHQ¶VSURJUHVVLQWKHDUHDRIOLWHUDF\GHYHORSPHQWDQGLI
VXFKDSURFHVVPDNHVDQLPSDFWRQDWHDFKHU¶VLQVWUXFWLRQal decision making. By using
techniques to establish trustworthiness (i.e., credibility, transferability, dependability, and
confirmability), as the teacher-researcher in this case study, I will persuade my audience
(including self) that the findings of this study found through data analysis are indeed worth
acknowledging.
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Chapter 4
Results
The purpose of this study was to investigate if using a form of an alternative assessment
(i.e., a classroom-based literacy assessment portfolio) would provide a comprehensive and
holistic collection of information pertaining to the literacy development of students identified
with disabilities. The overall objectives of the research were to add to special education literature
by examining how and if classroom-based literacy assessment portfolios could enable studentparticipants to demonstrate what they were learning within the context of daily instruction
aligned with grade-level content standards and document progress. This study may also have the
potential to impact to the field of special education through the examination of how and if using
classroom-EDVHGOLWHUDF\DVVHVVPHQWSRUWIROLRVFRXOGLQIRUPSDUHQWV¶XQGHUVWDQGLQJRIWKHLU
FKLOGUHQ¶VSURJUHVVDQGVNLOOVLQWKHDUHDRIOLWHUDF\DQGILQDOO\LWVSRWHQWLDOWRhelp teachers learn
to use assessment information to guide their instructional decisions.
This research utilized a case study design within the naturalistic paradigm to examine
using classroom-based literacy assessment portfolios (LAPs) with students identified with a
disability. Three students and their parents (four parent participants) participated in this study
during the entire process that took place in my cross-categorical special education classroom
where I served students with all exceptionalities. I was the investigator and teacher-participant
who conducted all the procedures and maintained all data that was collected throughout the
VWXG\¶VWLPHIUDPH LH'HFHPEHUWKURXJK0D\ 7RSURWHFWDQGSUHVHUYHWKHFRQILGHQWLDOLW\RI
the participants within this study, I will discuss the results of my data analysis using pseudonyms
assigned to each student-participant (i.e., Karl, Mary, and Cate) and pseudonyms assigned to
parent-SDUWLFLSDQWV LH.DUO¶VPRWKHU0DU\¶VPRWKHU&DWH¶VPRWKHUDQG&DWH¶VIather). In this
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chapter, I will discuss the results of data analysis for the data collected for each of the three
groups of participants (i.e., student-participants, parent-participants, and teacher-participant).
Within the student-participant section I will discuss for each of the three student-participants: (a)
relevant background information; (b) results from formal reading assessments; (c) results from
informal reading assessments; (d) results from informal writing assessments; and (e) results from
Written Reflections of Integrated learning for Teacher-Student Exchange (WRITE) conferences.
Within the parent-participant section I will present the thematic analysis from two transcribed
audiotaped interviews with each parent (i.e., initial and final) (see Appendix A and B for a list of
interview questions), two transcribed parent/student-led LAP conferences with each parent, notes
ZULWWHQE\HDFKSDUHQWDQGSODFHGLQWKH)DPLO\6KDULQJ5HVSRQVHVHFWLRQRIWKHLUFKLOG¶V/$3
Within the teacher-participant section I will report thematic analysis outcomes from a reflective
teaching journal that I kept throughout this study. Within both the parent-participant and the
teacher-participant sections, I will report the results of the thematic analysis of the data listed
above; I used this method for identifying, analyzing, and reporting patterns (i.e., themes,
subthemes) within the data. I will discuss the themes that emerged and provide representative
pieces of raw data (i.e., transcribed parent interviews and parent/student-led LAP conferences,
reflective teaching journal entries) to illustrate themes.
Student-Participants
Each student-SDUWLFLSDQW¶VVWRU\LQYROYHGXVLQJDOLWHUDF\DVVHVVPHQWSRUWIROLRZKLOH
completing a variety of assignments outlined within the framework of this study with the
objective of how and if classroom-based literacy assessment portfolios could enable studentparticipants to demonstrate what they were learning within the context of daily instruction
aligned with grade-level content standards and document progress. In the following sections, I
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discuss the following categories of data for each student-participant that were stored in
LQGLYLGXDOVWXGHQWILOHVWRSURWHFWWKHLUSULYDF\ D VWXGHQWV¶EDFNJURXQGOLWHUDF\KLVWRU\ E 
information shared by parents in the questionnaires titled Getting to Know Your Child and
*HWWLQJWR.QRZ\RXU&KLOG¶V/DQJXDJHDQG/LWHUDF\3UDFWLFHV DQG F UHVXOWVRIVWXGHQWV¶
formal reading assessments (i.e., 2 and QRI-5). I also discuss the remaining data that were stored
in each individual student LAP as follows: (a) results of their informal reading assessments (i.e.,
Interest Inventory, Elementary Reading Attitude Survey, and bi-weekly reading conferences); (b)
results of their informal writing assessments (i.e., spelling intervention, bi-weekly Writing
Conference for Reading Responses, and writing project conferences); and (c) results from their
completed LAPs using the Written Reflections of Integrated Learning for Teacher-Student
Exchange WRITE conferences.
Student-participant Karl
Background. At the time of this study, Karl was an 11-year-old fourth grade male
student who had recently moved with his family to our local school district from another state.
He had attended a self-contained special education classroom for 22.5 hours per week. With a
history of essential tremors and a diagnosis of craniosynostosis (i.e., premature closing of the
cranial sutures), Karl was assessed by the local school district at 3 years of age and found to be
eligible for the Severely Speech Impaired Program. The educational records of Karl were very
scarce making the information pertaining to the type of assessments used by the local school
district unavailable during the time of this study. He was placed in a Pre-K special education
classroom where he received academic interventions, speech and occupational therapy services.
On a December, 2002 evaluation using the Stanford-Binet Intelligence Test, Karl obtained a
Verbal Comprehension standard score of 69, a Nonverbal Reasoning/Visualization standard
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score of 96, and a Test Composite standard score of 84. It was recommended that the Nonverbal
Reasoning/Visualization standard score of 96 be used for any educational decisions as the best
UHSUHVHQWDWLRQRI.DUO¶VSUHVHQWOHYHORIFRJQLWive functioning.
Later in December of 2005, Karl was given the Preschool Language Scales-Fourth
Edition (PLS-4) where he obtained a Total Language score of 50, an Auditory Comprehension
score of 53, and an Expressive Communication score of 53. These scores are indicative of a
severe language deficit so he was subsequently identified as having severe speech impairment.
His records reflect that in spite of receiving early speech therapy, occupational therapy, and
academic interventions in preschool programs, he was retained in kindergarten. It was also noted
that he continued to have difficulty with seizures and sleep apnea. In April of 2009, Karl was
tested using Wechsler Abbreviated Scale of Intelligence where he received a full-scale
intelligence quotient of 70 with a verbal of 74 and a performance of 70. During the same
timeframe he was administered the Woodcock-Johnson III Test of Achievement, where he scored
56 in reading comprehension and 55 in broad written language which qualified him as having a
specLILFOHDUQLQJGLVDELOLW\.DUO¶VUHFRUGVUHYHDOHGWKDWLQWHQVLYHVSHHFKRFFXSDWLRQDODQG
academic interventions continued through the first, second, and third grades. It was also noted
throughout his records that he was easily distracted and had a short attention span.
.DUO¶VPRWKHUFRPSOHWHGWZRSDUHQWTXHVWLRQQDLUHVUHTXHVWLQJLQIRUPDWLRQDERXW.DUO
VXFKDVKHDOWKLQWHUHVWVDFWLYLWLHVDIWHUVFKRRODQGGHVFULELQJ.DUO¶VODQJXDJHDQGOLWHUDF\
activities. She wrote that Karl had some trouble dealing with bullies in his neighborhood but
loved school, especially when he was given the opportunity to express himself. One of the goals
WKDW.DUO¶VPRWKHUVKDUHGZDVWKDWVKHZLVKHG.DUOFRXOGFRPSOHWHKLVKRPHZRUNRQKLVRZQ,
tried to make sure we gave Karl enough support by going over the homework that was sent home
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with him making sure he fully understood how to complete the work. When completing an item
RQWKHTXHVWLRQQDLUHWKDWDVNHGDERXWKHUFKLOG¶VVHOI-concept and whether or not that she
believed in heUFKLOG¶VFDSDELOLWLHV.DUO¶VPRWKHUZURWH³6RPHWLPHV0RVWWLPHVKHLVYHU\OD]\
+HSUHIHUVRWKHUVWRGRLW´.DUO¶VPRWKHUDOVRVKDUHGWKDW.DUOWDONVDERXWPDQ\VXEMHFWVDQG
loves to cook and play computer games. She shared that Karl does read books at home. The
information obtained from the questionnaires became very important when working with Karl in
the classroom. I modified his homework, gave him plenty of time to express himself through
project presentations, and closely monitored his peer relationships especially on the playground.
:KDWGLGQRWVKRZXSLQ.DUO¶VZULWWHQUHFRUGVZHUHKLVLQFUHGLEOHSHUVRQDOLW\VZHHW
temperament, compassion, and his enthusiasm to learn how to read. My first introduction to Karl
was when he walked into the classroom with his Spiderman backpack, his Cub Scout shirt, a pair
of shorts, and a big smile. He immediately came to me and handed me a dandelion that he had
picked on his way to school and gave me a big hug. The next day, Karl came into the room very
excited and dropped his seemingly very heavy backpack on the floor. He said that he brought
something for the class and began pulling out six 4 -inch diameter round rocks and laid them out
on our entry table. He told us that we needed rocks, and I turned to my educational assistant and
VDLG³0V&DPLOOHZHQRZKDYHURFNV´.DUOVHWWOHGLQWRKLVQHZGHVNWKDWGD\IHHOLQJOLNHKH
was now a true member of our class.
Results from formal reading assessments. ,WZDVQRWHGLQ.DUO¶VUHFRUGVWKDWKHGLGQRW
complete the full year of third grade due to an interstate relocation. Karl came into my classroom
at the beginning of the fourth grade diagnosed as having a specific learning disability as well as
severe speech/language impairment. At the end of his third grade year .DUO¶VUHDGLQJKDGEHHQ
assessed using the Developmental Reading Assessment (DRA2); his level at that time was 8.
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During the beginning of his fourth grade year I administered the DRA2 level 8 again checking to
see if any regression of skills had occurred over the summer break. On this assessment he scored,
using the DRA2 Continuum, at the independent level for reading engagement, oral reading
fluency, and comprehension. Karl read 97% of the words in the assessment passage accurately,
making only three miscues. He used good intonation skills while reading orally and was
enthusiastic when making a connection with the story he had read by relating the story line to
having a pet he had at home. These DRA2 scores demonstrated no regression of reading skills in
the areas that were assessed in third grade.
In the month of January, I had Karl read a DRA2 level 10 book on which he scored at the
independent level for reading engagement, oral reading fluency, and comprehension. His fluency
rate dropped to 33 correct words per minute while his reading accuracy rate was 100% with no
miscues putting him in the advanced category as per DRA2. These results showed that Karl was
at the first grade reading level, moving toward a second grade reading level.
In March, I had Karl read a Qualitative Reading Inventory 5 (QRI-5) Examiner Word
List to estimate a starting point for passage administration. Initially, Karl was asked to read the
first grade word list. He scored at the instructional level (correctly identifying 85% of the words).
The second grade list was administered and he reached the frustration level (correctly identifying
only 60% of the words). I decided to give Karl a second grade narrative reading passage based
on his DRA2 test results in January and my observations RI.DUO¶VUHDGLQJSDWWHUQV,PDGHWKLV
decision because he seemed to read more fluently when given a passage of connected text
requiring use of context clues rather than correctly identifying words on an isolated word list and
this would be typical of most readers who benefit from having the context of story aid word
recognition (Leslie & Calhoon, 1995). Using both QRI-5 and DRA2 testing materials gave me
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WKHRSSRUWXQLW\WRFRPSDUH.DUO¶VFRPSUHKHQVLRQRQSDVVDJHVWKDWKDYHSLFWXUHFXHV LH
DRA2) to passages without picture cues (i.e., QRI-5) to get a more accurate determination of his
reading level. When reading the second grade narrative passage, Karl made six miscues but
scored within the instructional level by correctly answering 6 out of 8 comprehension questions.
His fluency rate was 61 words correct per minute (WCPM). I continued literacy instruction using
second grade materials.
In April, I administered the QRI-5 Examiner Word List to Karl and he scored at the
instructional level for the second grade (correctly identified 70% of the words on the list). I then
administered the third grade list; he reached frustration, correctly identifying 35% of the words. I
QRWLFHGWKDW.DUOZDVLQDELWRIDKXUU\EHFDXVHKHVHHPHGWRUHVSRQGZLWK³GRQ¶WNQRZ´ more
than usual. Again, after observing Karl successfully work with second grade reading materials, I
decided to give Karl a third grade narrative reading passage. When reading the third grade
SDVVDJH.DUOPDGHPLVFXHV LHPLVVHGWKHZRUGV³,WDO\´ ³&XED´³HDJHUO\´ EXWVFRUHG
within the instructional level by correctly answering 7 out of 8 comprehension questions. His
fluency rate was 45 WCPM, but I noticed that he kept losing his place when reading. Again, he
GLVSOD\HGWKDW³KXUU\XSDQGJHWGRQH´EHKDYLRU7KLVUHVXOW IURPWKH45,-5 Assessment) placed
him in the instructional level for the third grade.
Although Karl was very motivated to use third grade reading materials, I decided in May
to administer his final DRA2 for the year at level 28 where he scored at the independent level for
reading engagement, oral reading fluency, and comprehension. His word identification accuracy
level was 98 % (i.e., independent level based on 3 to 4 miscues) but his oral reading rate was 37
WCPM placing him in the DRA2 intervention range for level 28. Karl ended the school year
reading within the third grade reading level.
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Results from informal reading assessments. I gave Karl an Interest Inventory
(Appendix C) during December and then again in the month of May to determine the types of
literacy materials and activities he enjoyed. There were notable changes in some of his dictated
answers between these administrations. Initially his favorite books were comic books and large
picture books. His focus seemed to change to small chapter books such as the Magic Tree House
series once he was introduced and encouraged to read them in class. Karl was also given the
Elementary Reading Attitude Survey (Appendix D) discussed in McKenna and Kear (1990). In
the December survey he scored in the 11th percentile (i.e., very upset Garfield) toward the
recreational reading category and 58th percentile (i.e., close to slightly smiling Garfield) toward
the academic reading category. In his May survey he scored in the 11th percentile (i.e., very upset
Garfield) toward the recreational reading category and the 70th percentile (i.e., slightly smiling
Garfield) toward the academic reading category. In essence, he demonstrated some improvement
in his attitude toward reading in the academic reading category but no change in his recreational
reading attitude.
In January, I began to send home on a bi-weekly basis books downloaded from a website
SDLGIRUE\RXUVFKRRO¶VOLEUDU\ UHDGLQJD-z.com). After using formal assessments, I found books
on tKHZHEVLWHLQHDFKVWXGHQW¶VLQGHSHQGHQWUHDGLQJOHYHORUORZHUWRSUHYHQWIUXVWUDWLRQ:KHQ
selecting books, I also took into account the information taken from student Interest Inventories
(i.e., favorite types of books) and tried to give each student an opportunity to choose the book
they wanted to read for the next conference cycle. I alternated between fiction and nonfiction
books to give each student the opportunity to practice reading both genres. The first week, each
student was asked to read their book on a nightly basis and complete the practice sheets to be
turned in for grading within a week. The next week I gave students an extended response
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question that pertained to their book and asked them to complete a written response (i.e.,
extended response question) and return their completed writing within the next week. I also had
copies of the same books in class so students could practice reading their book after their class
assignments were completed. At the end of the second week, I had each student read his or her
book one more time and then take a multiple-choice test. They were allowed to use their book as
a reference while they were taking the test. The following Wednesday (normally a scheduled
short day during the week) was set aside for bi-weekly conferences and mini skill lessons.
During the conferences each student in class had a reading and then a writing conference with
the teacher, going over the book, the practice sheets, and the extended response questions.
.DUO¶VILUVWEL-weekly book was The Magic Bike at DRA2 level 16. During the
conference, Karl was asked: (a) to orally answer comprehension questions taken from the
Reading Conference: Fiction form (Appendix G), (b) to select a portion of his book to read aloud
for one minute while I conducted a reading analysis, and (c) to retell the story while I scored key
elements (i.e., setting, main characters) and used prompts (i.e., how does the story begin) taken
from a Fiction or Nonfiction Retelling Scoring Form (see Appendices P & Q) provided by
readinga-z.com to assess comprehension and prompt him as needed within both genres. Initially,
Karl was asked to name the title and the author of the book he had read. He stated that the book
was easy and correctly described the setting, the main character, and three telling details about
the story. When asked what was the main problem in the book, he did not understand the
problem in the story so we discussed what happened in the book and found the problem together.
He was then ready to explain to me how the problem was solved and described his favorite part
of the book. He said it surprised him that the character won the prize. He rated the book
³IDQWDVWLF´DQGSLFNHGDQRWKHUERRNWRUHDGIURPWKHOLVWRIERRNVLQKLVUHDGLQJOHYHOIRUD
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nonfiction book. Karl received an advanced score of 100% on his comprehension test and a score
of 81% on the Fiction Retelling Scoring form (see Appendix P) for his retelling of the story.
When he read the passage he selected from his book, his fluency rate for the one-minute reading
was 73 WCPM making no miscues. He used pictures to help him when he encountered
troublesome words in the passage and relied on the graphophonic cueing system (i.e., identifying
unknown words by relating speech sounds to letters or letter patterns) most often when reading.
All of the eight reading conference sheets across the year showed that Karl relied on the
graphophonic cueing system. Reflecting on the data from his assessments, I realized that one
reason for his reliance on this system was that most of my instructional methods focused on
graphophonic activities such as words sorts, word families, and the multisensory reading
program we used.
The next five reading conferences consisted of two fiction books and three nonfiction
books all at DRA2 level 18. He read the two fiction books with the fluency rates of 68 WCPM
and 80 WCPM, respectively. Every other week he read three nonfiction books with the fluency
rates of 88 WCPM, 43 WCPM, and 62 WCPM. Comprehension was examined during the five
bi-weekly reading conferences using a Retelling Rubric for comprehension and a multiple-choice
test for comprehension. The nonfiction comprehension tests were read aloud to Karl. He dictated
his answers to the questions; his scores were 43%, 100%, and 86%. However, his retelling scores
for these books were 71%, 52%, and 38%, respectively. It is interesting to note that after reading
the book titled Firefighters, Karl had trouble explaining how the information was organized in
the book (receiving a developing score of 52% for retelling), yet he received an advanced score
on his comprehension test, correctly answering 100% of the questions. This was also true for the
book titled Ocean Animals where Karl seemed to really not understand the facts in this book
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(received a developing score of 38% in retelling) yet, he received a proficient score of 86% on
his comprehension test. Again, this could be because Karl was having trouble explaining how the
information was organized in this type of genre (i.e., nonfiction). Therefore, when comparing
.DUO¶VFRPSUHKHQVLRQVFRUHVEDVHGRQUHWHOOLQJYHUVXVDZULWWHQWHVWIRUPDWQRFRQVLVWHQWSDWWHUQ
was discovered.
The last two books that Karl picked were a fiction book titled Goldilocks and the Other
Three Bears that was at DRA2 level 16 and a nonfiction book titled Magnetism at a DRA2 level
38. It needs to be noted at this time that I decided to allow our students to pick the last book of
the year without adult input. In most situations, the students picked a book far above their
independent reading level but on a topic of high interest for them. We decided to provide as
much support as possible and to communicate with parents that although the books their children
were bringing home were difficult, they really wanted to reaGWKHP.DUO¶VUHWHOOLQJVFRUHVIRU
both books was 71% correct for retelling while his scores on the comprehension questions were
60% and 30% respectively. Although the last book that Karl picked was difficult for him to read,
we celebrated his willingness to take a risk and practice reading a book that interested him.
Results from informal writing assessments. As an informal assessment to support
writing I used the Words Their Way Elementary Spelling Inventory Feature Guide (see Appendix
S) by Bear, Invernizzi, Templeton, and Johnston (2008). Results from this assessment allowed
me to identify the spelling stage students were currently performing in and then to use word sorts
as a way to reinforce further spelling instruction. Karl correctly spelled 0 out of 25 words on the
initial Spelling Inventory given in December. He used all of the consonants correctly and 2 out
of 5 short vowels correctly. He correctly used the digraphs /sh/ and /ch/ but missed /wh/. He also
used /tr/, /pl/, /dr/, and /br/ correctly but missed /mp/ and /fl/ blends. Karl correctly used 21
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spelling feature points out of 62. The results placed him in the Letter Name-Alphabetic spelling
stage. He took this assessment again during the month of May and correctly spelled 5 out of 25
words. He correctly used all of his consonants, short vowels, digraphs, and blends. Karl correctly
used 31 feature points out of 62. These results placed him in the Within Word Pattern stage
indicating some improvement in the area of spelling.
On a bi-weekly basis, I used the Writing Conference for Reading Response (Appendix J)
IRUPVWRZKHQHYDOXDWLQJHDFKVWXGHQW¶VH[WHQGHGUHVSRQVHTXHVWLRQWKDWSHUWDLQHGWRWKHERRN
they had read for two weeks (see section above). During seven of the eight Writing Conference
for Reading Responses held across the year, Karl stated that he used his spelling dictionary (i.e.,
a dictionary he created during the year) on the extended response questions he was asked to
write. When asked if he used his best handwriting skills during the Writing Conference for
Reading Responses, he stated during 6 out of 8 conferences that he did use his best handwriting
skills. Finally, when he was asked if he checked his writing for capitals and end points, he
answered ³yes´ 5 out of 8 times. I also eYDOXDWHG.DUO¶VZULWLQJVWDJHGXULQJHDFKFRQIHUHQFH
(Appendix J). Karl scored in the beginning writing stages during 4 out of 8 conferences. He
scored in the early developing stage during 3 out of 8 conferences and in the developing writing
stage in 1 out RIFRQIHUHQFHV.DUO¶Vself-selected writing goals changed across the year from a
theme of taking more time HJ³,ZDQWWRJRVORZDQGWDNHP\VZHHWWLPH´ to a goals focused
more on making changes to his written work by correcting it HJ³,ZDQW to look at the piece
DQGILJXUHRXWKRZWRIL[LW´ . The type of help he asked for ranged from reminding him to think
more and do his best to getting more time and helping him spell words.
Karl showed very little improvement across the year in the area of using more details
when answering extended responses questions. When it became apparent that this was true for all
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of my students, I developed our three writing projects to introduce the art of using details when
writing an informational report, a creative story, and doing a mini science experiment.
For the first writing project in February, I began by using a journal of pictures and words
comparing each student with Martin Luther King, Jr. It was a six-sheet report, including the title
sheet. The second sheet compared WKHVWXGHQW¶VIDPLO\ZLWK'U.LQJ¶VIDPLO\WKURXJK
illustrations. The third sheet gathered IDFWVDERXWVWXGHQW HJWKHLUELUWKGDWHWKHLUSDUHQWV¶DQG
VLEOLQJV¶QDPHV 7KHIRXUWKVKHHWGLVFXVVHGKRZ'U.LQJFHOHEUDWHGKLVELUWKGD\VDQd then
required each student to write four sentences about their own birthday celebrations. The fifth
sheet described how Dr. King loved to hear music, to sing, and learning new things. Each student
was required to write six sentences writing about what they loved doing. The sixth sheet shared
information about the types of books Dr. King liked to read and then asked students to draw four
books they liked reading that included placing the title and author in each drawing. I shared
information about Dr. King with the class by reading aloud reference books and storybooks
about him every day during the project. Students placed all of their completed sheets on a large
poster board and presented their individual project in front of their peers, describing how they
completed the project and what they had learned. Karl earned a proficient score on the writing
rubric and an advanced score on the presentation of his project.
In April, the second writing project was to create a fairy tale story by completing four
paraJUDSKVDQVZHULQJWKHIROORZLQJSURPSWVRUGLUHFWLRQV D %HJLQE\XVLQJ³2QFHXSRQD
time, then write about the characters and setting in details. You must have at least four characters
in the story; (b) Tell the reader about a problem that had occurred in your story; (c) How was the
problem solved in your story; and (d) The last paragraph needs to describe what is going on by
using details how your story ends. To prepare students, I read multiple fairy tales, and we
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analyzed each story for the nice characters and the bad characters. We also discussed the setting
and the ending of each story focusing on details that were presented in each book. Next, I
modeled using the what, when, where, why, and how chart encouraging each student to use this
format to bring more details to their own stories. On the writing rubric for this project, Karl
obtained a nearly proficient score and on the presentation rubric he obtained an advanced score.
For the third writing project in May, we completed a mini-science experiment learning
about the types of clouds and then demonstrated making a cloud in a jar. Students were required
to observe the experiment and then write an answer for the following prompts: (a) what we did;
(b) what we saw; and (c) what we learned. On this project, Karl obtained a nearly proficient
score on the writing rubric and an advanced score on the presentation rubric.
Results from Written Reflections of I ntegrated learning for Teacher-Student
Exchange (WRI TE) conferences. During class time students were encouraged to work on
organizing their Literacy Assessment Portfolios (LAPs) and reflecting on the work samples they
wanted to include. This was also a way to prepare students for their up-coming WRITE
conferences that eventually led to student-led parent/teacher conferences. Karl loved going
through his Literacy Assessment Portfolio during our conferences. Karl wrote his LAP
Introduction letter stating the following:

$VFDQEHVHHQIURP.DUO¶V0D\6WXGHQW/$35HIOHFWLRQKHZURWHPRUHDERXWKRZKHIHOWas a
reader and writer:
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As a class, we had spent a lot of time discussing strategies we could use to check our work, goals
we could set and achieve, and how it was important to make improvements in our work
completion. It was interesting to see that as the year progressed and Karl had opportunities to
reflect on his work and place selected pieces in his LAP, he was starting to understand that faster
reading was a goal he needed to accomplish. ,IHHOWKDW.DUO¶VILQDOVHQWHQFH³,RXQG>sic@LWRXW´
to be very important. It took Karl most of the year to realize that he could improve his reading
and writing by practicing and using a variety of strategies to help himself. This allowed him to
truly take ownership of his work. Clearly, using his LAP to store his work and then reflect on the
progress he had made helped him gain the confidence he needed to improve his reading and
writing.
Since he was a new student in the school, this was the first time Karl had worked on
UHDGLQJERRNVIRURXUVFKRRO¶V5HDGLQJ&Runts library program. The chart in his LAP helped
him focus on the books he needed to complete in order to work toward earning that prized school
t-shirt. He completed his reading log showing all the books he read during our bi-weekly
conference cycles and when these were added to the books on his chart, it showed that he had
UHDGDWRWDORIERRNVSDVVLQJFRPSUHKHQVLRQWHVWVIRUHDFKERRN.DUO¶VPRWKHUZDVYHU\
impressed with the number of books Karl had read and even more pleased that he had
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accomplished the Land of Enchantment, the Newbery, and the biography genres, winning a
school t-shirt and a variety certificates and party participation (i.e., cake and ice cream for each
genre) to celebrate of his accomplishments with other students at our school.
Karl had great difficulty FRPSOHWLQJWKH6WXGHQW¶V:RUk Sample Comments for LAP
sheets which asked students to answer the following four questions in reference to a piece of
work they put into their LAPs: (a) how I did this piece; (b) what I like about it; (c) what I wish I
could change about it; and (d) do I want to try this again. He did successfully complete 46 pieces
of work to add to his LAP, but it was a long and hard learning process for him. He was so used to
just filling in the blanks on assignments, turning them in, and forgetting about them that asking
him to reflect on the process of developing his work and evaluating its quality was difficult. In
the LAP process (i.e., the focus on gathering information), he turned the LAP in to me, and I
evaluated it and placed a 1, 2, 3, or 4 criteria level on each work sample. I used my school
GLVWULFW¶VFXUULFXOXP-based measure criteria to assign a score: (a) 4 for 90% accuracy or higher
for advanced; (b) 3 for 80% to 89% accuracy for proficient; (c) 2 for 70% to 79% accuracy for
nearing proficient; and (d) 1 for below 70% accuracy for beginning steps.
The scoring system described above gave the students some feedback on the accuracy of
their work. However, I was most interested in examining what they perceived they had learned
when reflecting on their work (e. g., were they becoming more aware of problem areas in their
work, or were they able to recognize strategies they could use to improve their work). In his
reflections, Karl¶VFRPPHQWVLQFOXGHGPDQ\ rHPLQGHUVWRKLPVHOIVXFKDV³,will read the
LQVWUXFWLRQV´³,ZLOOFKDQJHP\KHDGZLWLQJ [sic]´³,ZDQWWREHQHDWHU´³,ZLVK,JRW´
DQG³,ZLWK,FRXOGVSHOOEHWWHU´As the year progressed, I noticed that he was focused on getting
a better grade and began to take papers back and redo them instead of just turning the work in.
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The LAP student work reflections seemed WRKDYHDZDNHQHG.DUO¶Vdesire to improve and
increased his self-awareness of his work. This was also apparent in the comments he made when
he dictated his answers during the WRITE conferences that pertained to his LAP. During the
April WRITE conference Karl stated his best work was when he got 100% and could correctly
identify what he did to receive that grade. He was also able to compare the work sample he
included in his LAP with another work sample that he did not choose to include. He said, ³,
GLGQ¶WZURWHRQWKHOLQHV´ZKLFK,IRXQGWREHWKHILUVWWLPHKH made the connection that the
lower score he had earned was due to not following directions. We then reviewed the reading
conferences and skill analysis together and Karl stated, ³,IHHOSURXGRIPH´ When asked about
his reading goal, he stated, ³,ZLOOUHDGIDVWHU´ Finally, I asked him about a writing goal and he
stated, ³,ZDQWto take my time and fix my mistakes´
During his May WRITE conference Karl seemed to have a lot more to say than in
previous conferences. When asked what was his best work he noted that³)DLU\7DOHERRN
because I can make it my own´ When comparing his present best work with other work he did
not include in his portfolio he said, ³,LPSURYHGP\KDQGZULWLQJUHDGLng skills´ After reviewing
WKHUHDGLQJFRQIHUHQFHVZHKDGVLQFHWKHODVW:5,7(FRQIHUHQFHKHVWDWHG³,DPSURXGRI
myself for all the books I read. I read 46 books´ZKLOHKHZDVORRNLQJDWKLV5HDGLQJ&RXQWV
Chart in his LAP. I asked him what his reading goals were for the summer and he said, ³,ZLOOWU\
to get books. I like to read´ But when I asked him about how he would improve his writing he
answered, ³:HOO,truk [tried] to take my sweet time´ Finally, when I asked him what he was
most pleased with LQUHJDUGWRKLVOHDUQLQJKHVDLG³,OLNHP\UHDGLQJVNLOOVDQGVWXII,GR´
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Student-Participant M ary
Background. At the time of this study, Mary was an 11-year old fifth grade female
student who received intensive special education services beginning in kindergarten. She
attended a self-contained special education classroom for 21.25 hours per week. With a history
of severe expressive and receptive language difficulties stemming from a serious and
complicated birth, Mary was identified around 4 years of age with a severe speech and language
impairment. Later she was also diagnosed with a specific learning disability. In September of
2002, Mary was given the Preschool Language Scales- Fourth Edition (PLS-4) where she
obtained a Total Language score of 53, an Auditory Comprehension score of 50, and an
Expressive Communication score of 50. She received intensive services in the areas of speech
and language therapy and academic interventions throughout kindergarten. In September of
2005, Mary was given the Wechsler Abbreviated Scale of Intelligence, and she scored 70 for
verbal, a 74 for performance and a full scale intelligence quotient of 74. At that time, she was
also given the Woodcock-Johnson II Test of Achievement where she scored 58 in reading
comprehension and 54 in broad written language. It was at this time that she was diagnosed as
having a specific learning disability. She took the Woodcock Johnson III Tests of Cognitive
Abilities in September of 2005 that resulted in composite scores for processing speed of 61,
short-term memory of 45, and general intellectual ability of 61.
In the area of receptive communication, Mary was slow in processing information
needing frequent repetitions with multiple exposures and opportunities to practice successfully.
During the time in which the study was implemented, Mary became very aware of needing
enough processing time to make sure that she understood what was being requested or the
information she had heard orally. She worked hard to develop strategies to be more proactive in
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asking questions if she did not fully understand something said to or requested of her. In the area
of expressive communication Mary did not always express her ideas clearly and continues to be
very self-conscious when she speaks. She had difficulty with word structure and continues to
ZRUNRQKHUDELOLW\WRUHFRJQL]HZKHQVKHVD\VVRPHWKLQJWKDWGRHVQ¶WPDNHVHQVHRUGRHVQ¶W
sound right. These difficulties have greatly impacted both her reading and writing performances.
Her speech production difficulties greatly interfered with her ability to produce fluent reading.
She continues to wear glasses and it was noted in her records that she continues to experience
some hearing difficulties.
0DU\¶VPRWKHUFRPSOHWHGWZRSDUHQWTXHVWLRQQDLUHVVKDULQJLQIRUPDWLRQDERXWKHU
GDXJKWHUDQGKHUGDXJKWHU¶VODQJXDJHDQGOLWHUDF\SUDFWLFHV,IRXQGWKHSDUHQWTXHVWLRQQDLUHVWR
be very beneficial especially when planning academic activities. I learned that Mary loved to be
recognized when she did things well in school and seemed to be very social. Her mother stated
that she wanted Mary to continue making progress in reading, math, and speech. I learned that
Mary felt self-confident sometimes but other times she was aware of her limitations. I also
learned that she had trouble focusing on things she is not interested in pursuing and had a lot of
trouble with memorization of math facts and spelling worGV0DU\¶VPRWKHUDOVRUHSRUWHGWKDW
Mary read at home; this included small chapter books, the newspaper, and the computer. I found
out that she likes to draw and write stories at home about her dog.
$OWKRXJK0DU\¶VPRWKHUVKDUHGPDQ\RI0DU\¶VVWUHQJWKVin the parent questionnaires,
ZKDWGLGQRWVKRZXSLQDFDGHPLFUHFRUGVZHUH0DU\¶VRXWJRLQJSHUVRQDOLW\KHUDPD]LQJ
compassion when helping others, and her determination to improve in all academic areas. She
had kept a positive spirit although communicating was sometimes difficult and embarrassing for
her when she participated with her peers. She had also made great strides in becoming a strong
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self-advocate insisting that others treat her fairly and give her the same opportunities even when
reading out loud in front of her peers. She knew that she had to take her time and that she would
make a mistake or two, but she never gives up. As her teacher, the best way to describe her was
that she lights up a room with her positive attitude, her willingness to help others, and her
amazing bubbly personality.
Results from formal reading assessments. $WWKHHQGRI0DU\¶V fourth grade year it
was noted in her records that she read on the DRA2 level 20. In September, at the beginning of
0DU\¶VILIWKJUDGH\HDU,KDG her read a different book (within the DRA2 level 20) from the one
used in the prior assessment to assess whether or not any regression of reading skills had
occurred over the summer break. On this assessment she scored at the independent level (using
the DRA2 Continuum) for reading engagement, oral reading fluency, and comprehension. Mary
read this narrative passage with only 1 miscue (she achieved 99% accuracy) placing her in the
advanced range. Yet her fluency rate was 49 WCPM, placing her within the intervention range as
per DRA2 Continuum guidelines. During her retelling of the story details, she stumbled and got
confused so she asked to look at the book. Just holding the book seemed to help her regain her
confidence. The scores indicated that as a fifth grader, Mary within the proficient range for the
second grade.
In January, I had Mary read another book at DRA2 level 24. I found that she was again
very concerned about decoding and pronouncing her words correctly, so I spent a great deal of
time reassuring her. She only made 1 miscue (scored 99% accuracy) placing her again in the
advanced range as per DRA2 Continuum. Yet, her fluency rate was 61 WCPM, scoring within
the DRA2 instructional range (i.e., 60-69 WCPM). She was able to retell the activities that
occurred in the story with a great deal more confidence than she had on the previous assessment.
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She scored at the independent level for reading engagement, oral reading fluency, and
comprehension.
In April, I decided to have Mary read a story using QRI-5. I had Mary read from the QRI5 Examiner Word Lists to help me estimate a starting point for passage administration. Initially,
Mary was asked to read the first grade list. She successfully identified 100% of the word list. I
assessed her using the second grade list where she scored a 95%. Next, she correctly identified
85 % of the third grade list, and then 70% of the fourth grade list. Based on these results, I
decided to give her a level 3 narrative written passage. While reading the third grade narrative
written passage, she made 1 miscue and scored within the instructional level by correctly
answering 7 out of 8 comprehension questions. Her fluency rate was 79 WCPM. Later in April, I
gave her a QRI-5 level 4 expository passage to read. She made 7 miscues and had difficulty
retelling the sequence of the story but correctly answered 6 out of 8 comprehension questions.
Her fluency rate was 45 WCPM. Finally, in May, I gave her a DRA at level 38. She had 3
miscues with a fluency rate of 50 WCPM. She scored in the independent level for reading
engagement, oral reading fluency, and comprehension. This placed her in the proficient range of
the third grade.
Building self-confidence was key when working with Mary. Her participation the
previous year in a formal multisensory reading program that was administered with little
flexibility created a great deal of anxiety toward making mistakes in sounding out words. Across
the year of the study, Mary gained a year in her reading level, as per formal assessments (i.e.,
DRA2), but several years in confidence.
Results from informal reading assessments. Mary was given an Interest Inventory
$SSHQGL[& LQ'HFHPEHUDQGVKHFKHFNHG³QR´ZKHQDVNHGLIVKHOLNHGWRUHDG6KHVDLG³,
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GRQ¶WUHDGIRUIXQ,W¶VKDUGWRDQQRXQFHZRUGV´6KHDOVRPDUNHGWKDWVKHOLNHGWRUHDG
VRIWFRYHUERRNVEHFDXVHLWZDV³HDVLHUWRUHDG%HFXV>EHFDXVH@,ORYHSHSRGH>3HRSOH@
PDJD]LQHV´7KHUHZHUHQRWDEOHFKDQJHVZKHQVKHFRPSOHWHGWKH,QWHUHVW,QYHQWRU\LQ0D\6KH
marked that she liked to read, and marked she liked to read everyday. She also marked many
more choices when it came to the types of books she liked to read.
Mary was also given the Elementary Reading Attitude Survey (Appendix D) twice during
the study. In the December survey she scored in the 18th percentile (i.e., mildly upset Garfield)
toward the recreational reading category and 21st percentile (i.e., very upset Garfield toward the
academic reading category. In her May survey she scored in the 99th percentile (i.e., above the
happiest Garfield) toward the recreational category and 95th percentile (i.e., above the happiest
Garfield) toward the academic reading category. The survey results show that in the beginning of
0DU\¶VILIWKJUDGH\HDUKHUDWWLWXGHWRZDUGUHFUHDWLRQDO reading was at the mildly upset Garfield
but moved toward the happiest Garfield by the end of the year. The same was true for her
DWWLWXGHWRZDUGDFDGHPLFUHDGLQJ,WQHHGVWREHQRWHGWKDW0DU\¶VRYHUDOOUHDGLQJSURJUDP
changed from a multisensory reading program provided in a separate classroom when she was in
the fourth grade to a more balanced literacy approach in the fifth grade. This more balanced
approach combined a multisensory reading program, a phonetically based spelling program
based on word sorts, connected reading and writing assignments, and provided reading and
writing in one classroom rather than requiring her to leave her classroom for reading instruction.
Mary also completed eight reading conferences. The first six books she read were both
fiction and nonfiction at DRA2 level 28. During her conferences, I asked her several
comprehension questions using the conference forms, completed a reading analysis, and checked
her comprehension by having her retell the story with directed prompts and complete a multiple-
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choice written test. I read the nonfiction multiple-choice comprehension tests to her out loud, and
she dictated her answers. She read three fiction books with fluency rates of 98 WCPM with 98%
accuracy, 71 WCPM with 100% accuracy, and 57 WCPM with 100% accuracy. She also read
three nonfiction books with fluency rates of 64 WCPM with 100% accuracy, 33 WCPM with
89% accuracy, and 50 WCPM with 94% accuracy. Because Mary had more difficulty with
nonfiction (i.e., expository) books because they presented increased vocabulary word challenges
and because of her insecurity about making mistakes when reading aloud, her fluency rates
VXEVWDQWLDOO\GHFUHDVHGZKHQUHDGLQJWKLVJHQUH0DU\¶VFRPSUHKHQVLRQVFRUHVEDVHGRQUHWHOOLQJ
the story and her comprehension scores on multiple-choice tests ranged from nearing proficient
to advanced showing no differences between her ability to retell the events of a book or answer
comprehension questions about the book. She did have a score of 67% (i.e., developing) for her
comprehension for her retelling score on one of the nonfiction books. It is interesting to note that
on the last two books Mary read, both at a DRA2 level 34 she scored higher on retelling (with
scores of 71% and 81%) than on answering comprehension questions (with scores of 67% and
58%).
Results from informal writing assessments. I also used the Word Their Way
Elementary Spelling Inventory Feature Guide E\%HDUHWDO  WRDVVHVV0DU\¶VVSHOOLQJ
VNLOOVLQ'HFHPEHU5HVXOWVIURP0DU\¶VDVsessment showed that she correctly spelled 5 of 25
spelling words given. She used all of the consonants, short vowels correctly. She correctly used
/sh/, /wh/, /ch digraphs correctly but missed one digraph. She also used /pl/ and /dr/ correctly but
missed /mp/, /fl/, /tr/, /br/, and /sp/ blends. She used long vowels /a-e/ and /i-e/ but missed the
/oa/, /ai/, and /igh/ long vowels. Mary correctly used 30 spelling feature points out of 62 possible.
These results placed her in the early range of Within Word Pattern spelling stage. She took this
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same assessment at the end of the school year in May and correctly spelled 13 words out of 25
words. The results showed that she used consonants, short vowels, digraphs, blends, and all but
/oa/ blend correctly. She correctly used /oi/, /ew/, and /ar/ vowels correctly as well as the /ving/
inflected ending. Mary correctly used 43 spelling feature points out of 62 that placed her in the
late range of Within Word Pattern. She made strong progress across the year although using
some of the short vowel word sorts were challenging for her. I found that her speech and
language impairment greatly impacted her ability to sort certain words. As a result, I embedded
extra practice at home and school that seemed to help.
There were eight Writing Conference for Reading Responses, and Mary said that she
used her personal dictionary every time she completed the assignments. When asked what liked
DERXWZULWLQJH[WHQGHGUHVSRQVHVIRUHDFKERRNVKHDQVZHUHG³,WLVQ¶WSHUIHFWEXWJRRG´³I can
UHDGLW´³,WLVQHDW´³*RRGKDQGZULWLQJ´³,DQVZHUHGWKHTXHVWLRQ´³,W¶VQRWVORSS\´³´,
OHDUQHGWRDQVZHUWKHTXHVWLRQ´DQG³,GLGQ¶WJLYHXS´
The Writing Conference for Reading Responses showed that Mary struggled to use
sufficient details when answering the written extended response for each book. During 7 out of 8
Writing Conference for Reading Responses Mary stated that she did use good handwriting skills
and could explain why one writing response was sloppy and how it was hard to read. When
DVNHGZKDWZRXOGPDNHKHUZULWLQJEHWWHUVKHDQVZHUHG³&KHFNLQJP\ZRUNDQGUHDGLQJLWWR
P\VHOI´³&RXOGDGGPRUHGHWDLOV´³7DNHP\WLPH´³,FDQZULWHPRUH´DQG³,FDQEHQHDWHU
ORWVRIHUDVLQJ´DQG³,I,IROORZHGWKHGLUHFWLRQV´,WDSSHDUHGDt the time that Mary was just
repeating what I had stressed over and over during instruction time, but upon reflection, I
realized that she was reminding herself what she needed to do before she turned assignments in. I
noticed the same thing when I reviewHGKHUZULWLQJJRDOV)RUZULWLQJJRDOVVKHVWDWHG³&KHFN
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P\ZRUNE\ORRNLQJDWLWUHDGLWWRP\VHOIDQGJHWWLQJKHOS´,ZDQWWRZULWHDQKDOIRISDJH´³,
ZDQWWRJHWEHWWHUDWVSHOOLQJ´³:ULWHZLWKQRPLVWDNHV´³,ZDQWWRZULWHORQJHUUHVSRQVHV´³,
ZDQWWRZULWHLQFXUVLYH´DQG³*HWEHWWHUDWZULWLQJXVLQJFRPSOHWHVHQWHQFHV´
7KH7HDFKHU¶V(YDOXDWLRQVHFWLRQ LHSDJH RIWKH:ULWLQJ&RQIHUHQFHIRU5HDGLQJ
Responses had the writing stages broken down into emergent, beginning, early developing,
developing, and fluent. Mary scored in the beginning stage when assessed during 2 out of 8
conferences. This meant that her sentences were generally abrupt and somewhat choppy in
thought; spelling and grammar errors were frequent; and her written responses lacked a
concluding sentence. However, she did score in the early developing stage during 5 out of 8
conferences (i.e., she repeated the same sentence pattern and many times added unnecessary
ideas or details when addressing the question). Mary did have one extended written response that
scored in the developing stage. In this response her writing flowed, and she had a few grammar
or spelling errors.
,PDGHQRWHVRQ0DU\¶VFRQIHUHQFHVVWUHVVLQJWKDWVKHQHHGHGWRXVHKHUVSHOOLQJ
dictionary, practice reading the writing assignment out loud with the mirror I provided, write
with more details that she could pull out of the story, slow down, and practice understanding
what the writing prompt was asking. These were all areas for which I needed to develop mini
lesson plans to reteach the skills so I began making a list on the board for the students to look
over before they turned in the assignments (and to remind me to begin the mini lessons). I found
that over time, Mary made progress in writing responses to the extended response questions
especially in the area of being aware of what steps or strategies she could take to help her obtain
a better score. Closer to the end of the year, Mary and I talked about her writing by comparing it
to driving a car. I told her that someday, she would have to take the wheel of the car (i.e., control
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of her writing) and drive (i.e., write) it herself without so much help from others. Although
taking control of her writing continued to be quite a challenge for Mary, she understood why it
was important and I began to see her actively spend more time checking over her written work
before she turned it in for me to correct. Sometimes she would finish quickly, and I would
DOZD\VDVNLIVKH³QHHGHGPRUHWLPH´WKDWEHFDPHDYHUEDOcue reminding her to recheck before
she turned work in. I made sure that when she did take the time to recheck her work, I made sure
that I graded her work as soon as possible (giving her feedback) because in most cases her work
began to show improvement. I wanted to reinforce her new work habits so eventually they would
become automatic.
The first writing project pertaining to Dr. Martin Luther King, Jr. (see writing project
GHVFULSWLRQLQ.DUO¶VVHFWLRQ ZDVDIXQSURMHFWIRU0DU\WRFRPSOHWH:KHQDVNHd what she liked
DERXWWKHSURMHFWVKHDQVZHUHG³,WZDVFRORUIXO± ZHGLGLWLQSLHFHV´:KHQ,DVNHGZKDWVKH
ZRXOGGRGLIIHUHQWO\WRPDNHKHUSURMHFWEHWWHUWKHQH[WWLPHVKHDQVZHUHG³:ULWHPRUHVWXII
DQGGHWDLOV´:KHQ,DVNHGZKDWVKHWKRXJKWZDVWhe best thing about her writing and the
SUHVHQWDWLRQVKHPDGHVKHVDLG³,GLGQ¶WUHDGLW,MXVWWDONHG´
Mary earned an advanced score on the writing and a proficient score on the presentation
of her first writing project. She was very confident speaking in front of our small class. Earlier in
the school year, Mary had said she felt uncomfortable when speaking in front of any size group.
She was always afraid of pronouncing words incorrectly. Over the course of the year, I worked
on building her confidHQFHLQKHUVPDOOUHDGLQJJURXS6KHFRXOGVHHWKDW³HYHQWKHWHDFKHU´
makes mistakes when reading aloud.
The second writing project was designed for the students to write a fairy tale with four
SDUDJUDSKV DVRXWOLQHGSUHYLRXVO\LQ.DUO¶VVHFWLRQ 7KHwriting conference sheet was
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FRPSOHWHGDQG0DU\VWDWHGWKDWZKDWVKHOLNHGPRVWDERXWWKLVSURMHFWZDV³,OLNHGWKDW,FRXOG
WDONDERXWP\WHDFKHUV´6KHDQGDIHZRWKHUVWXGHQWVFKRVHWRXVHWKHWHDFKHUV¶QDPHVZKHQ
developing characters in their stories. Before students began writing their stories, I introduced
mini lessons that included reading the books and talking about various fairy tales like
Rumpelstiltskin and Hansel and Gretel. In each story, I outlined the characters and setting, the
details, and the problem in the story and how it was solved. This was an effective way to have
each student begin his or her story and it was especially helpful for Mary. She completed her
story focusing on each key component and commented after her story was completHG³,ZRXOG
QHHGWRGRPRUHGHWDLOV´ZKHQDVNHGKRZVKHFRXOGPDNHKHUVWRU\EHWWHU:KHQDVNHGZKDWVKH
WKRXJKWZDVWKHEHVWWKLQJDERXWWKLVSURMHFWVKHVDLG³,GLGUHDOO\JRRGDWWDONLQJ,¶PVK\
EHFDXVHSHRSOHORRNDWPH´0DU\UHFHLYHGDSURILFLHQWscore on her writing rubric and an
advanced score on her presentation rubric for this project. Mary used a lot of expression when
sharing her fairy tale with the class. It was probably the best presentation she gave all year.
The third writing project centered on learning about different types of clouds. When I
DVNHG0DU\ZKDWVKHOLNHGPRVWDERXWWKLVZULWLQJSURMHFWVKHVDLG³,OLNHGGRLQJWKHH[SHULPHQW
DQGVHHLQJZKDWLWZRXOGGR´6KHVDLG³,ZRXOGGRPRUHWRKDYHDEHWWHUJUDGH´6KHDOVRVDLG
thaWWKHEHVWWKLQJDERXWWKLVSURMHFWZDVWKDWVKH³JRWWRH[SODLQZKDWKDSSHQHG´0DU\
received a nearing proficient score both in the written portion and the presentation portion of this
project.
Results from Written Reflections of I ntegrated learning for Teacher-Student
Exchange (WRI TE) conferences. Just like Karl, I spent a lot of class time preparing Mary for
her up-coming WRITE conference that eventually lead to her student-led parent/teacher
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conferences. Mary really enjoyed sharing her LAP with her peers in class. She wrote the
following LAP Introduction letter that was placed in her LAP:

She had a goal to spend more time in her general education classroom, and we frequently
discussed how working hard to improve her reading and writing would allow her to meet that
goal. In fact, Mary could see that her goal of more time in general education was met when we
finished her transition to middle school IEP. Mary seemed empowered when reviewing her work
and talking about the progress she had made during the year. She wrote a wonderful passage in
March in her Student LAP reflection about her reading and writing that best describes how she
had gained confidence in her abilities:
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Mary was also very proud of her Reading Counts chart that was placed in her LAP. It
showed how many books she needed to read in the Land of Enchantment, the Newbery, and the
biography genres. This chart, showing how a student could progress toward earning a school tshirt, was very motivating for Mary. In fact, it was so motivating that she came into our class
one day insisting that I give her friend from recess a copy of the graph so her friend could use it,
too, and win a school t-shirt. Mary ended the year having read 40 books that she wrote down in
her reading log. She was very proud of this when sharing with her mother during our later
combined parent/student-led LAP conferences.
/LNH.DUO0DU\ZDVDOVRYHU\VORZZKHQFRPSOHWLQJWKH6WXGHQW¶V:RUG6DPSOH
Comment sheets for the LAP. She wanted to make sure she included in her LAP only the work
that had the best evaluations. It was hard to convince her to reflect on a variety of her work that
had earned both low and high scores. We had many discussions about the lessons that we could
learn from our mistakes, but her confidence was still quite fragile. One of her biggest challenges
ZKHQFRPSOHWLQJWKHVHVKHHWVZDVUHVSRQGLQJWRWKHTXHVWLRQ³+RZ,GLGWKLVSLHFH´/LNH
many of the other students, having to explain what the directions asked them to do was a
bothersome but necessary skill to be reinforced. Mary actually did quite well with summarizing
the directions when I taught her how she could reread the directions, use some of the key words
in the directions, and explain in her own words.
In March we had our first WRITE Conference where we examined the contents of
0DU\¶V/$3(DFKFRQIHUHQFHVKHHWKDGTXHVWLRQVSHUWDLQLQJWRWKHZRUN0DU\KDG
completed and included in her LAP. Starting with the first question, I asked her what was her
best work, and she pulled out DQH[DPSOHVKHKDGGRQHDVKRPHZRUNDQGVDLG³,JRWDIRXUDQG
LWZDVQHDW´1H[W,DVNHGKHUWRFRPSDUHWKHH[DPSOHZRUNVKHKDGMXVWFRPPHQWHGRQWR
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another example of her work she had also completed as homework but which had a lower score.
She looked DWERWKH[DPSOHVDQGVDLG³,NQHZPRUHDERXWWKHERRNDQGP\VHQWHQFHVZHUH
ORQJHU´ %RWKH[DPSOHVRIKHUZRUNZHUHKRPHZRUNFRQQHFWHGWRWKHERRNVVKHZDVDVVLJQHGWR
read on a bi-weekly basis.) Mary was correct in her self-assessment because her sentences in the
example she was commenting about were more complex and more of her words were used. This
was a skill we had been working on because I told her that fifth graders write longer sentences
using more than five words.
The next question on the WRITE conferencing guide (Appendix M) directed Mary to
review a recent reading analysis scoring sheet on an oral reading assessment and state how she
IHOWDERXWKHUUHDGLQJVNLOOV6KHWKHQVWDWHG³,WKLQN,¶PJHWWLQJEHWWHU´:HWDONHGDERXWKRZ
she was making improvements in her reading, and I then asked her what her reading goal or
JRDOVPLJKWEHIRUQH[WPRQWK0DU\VDLG³,ZDQWWRUHDGIDVWHUIOXHQWO\DWWKLUGJUDGH´7KLV
FRPPHQWGHPRQVWUDWHGWKDW0DU\ZDVEHJLQQLQJWRXQGHUVWDQGZKDWWKHZRUG³IOXHQWO\´DFWXDOO\
meant. This was likely because our mini lessons consisted of fluency drills that she found quite
challenging. I realized then that Mary and I were beginning to talk about her reading behaviors in
a way that made her more comfortable. Instead of GLVFXVVLQJKRZVKHFRXOG³IL[´KHUUHDGLQJ
and read like her general education peers, we tended to discuss her reading behaviors as if
reading was a sport she was learning and getting better at it everyday. This approach seemed to
ease her concerns and her frustration. I approached writing the same way when working with
Mary. When I asked her the next question on the WRITE conferencing guide pertaining to how
VKHZRXOGLPSURYHKHUZULWLQJVKHVDLG³NHHSP\VHQWHQFHVORQJEXWQRWWRRPXFK´7KLV
statement came from a conversation with Mary about her tendency to write long, run-on
sentences. I had told her that she wrote the longest sentences of any student I had ever had
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before. So when the next question asked how a teacher could help her, Mary smiled and said,
³7HOOPHDQGUHPLQGPHWRQRWZULWHWRRORQJRIVHQWHQFHV´0DU\DQVZHUHGWKHQH[WTXHVWLRQ
VWDWLQJWKDW³,¶PGRLQJP\ZRUNIDVWHUDQGUHDGLQJEHWWHU´DQGWKLVZDVVRPHWKLQJVKHZDQWHGWR
share with her mother at our next conference.
0DU\¶VVHFRQG:5,TE conference was held in May. During this conference Mary
seemed much more relaxed and willing to share her thoughts than in prior conferences. Mary
VWDWHGWKDWWKHIDLU\WDOHZULWLQJSURMHFWZDVKHUEHVWZRUNEHFDXVH³,WZDVELJDQGDORWRIZRUN´
When she compared the fairy tale writing project with another writing sample from the prior
PRQWKVKHVDLG³7KLVRQHLVEHWWHU,GLGLWE\P\VHOIDQGPDGHLWXSE\P\VHOI´,QRWLFHGKHU
previous focus on what the teacher could do was slowly changing to more talk about what she
FRXOGGRWRKHOSKHUVHOI6KHVWDWHG³,IHHO,FDQUHDGWKLQJVPRUHE\P\VHOI$WILUVW,ZDVQ¶W
JRRGEXWERRNV,UHDGKHOSHG,VWLOOQHHGWRZRUNRQZRUGV,GRQRWNQRZ5HDGPRUHERRNV´
When I asked how she could improve her own ZULWLQJVKHUHVSRQGHGE\VD\LQJ³PDNLQJ
FRPSOHWHVHQWHQFHVSHULRGVUHDGLQJLWDQGNQRZLQJWKHZRUGV´%XWPRVWLPSRUWDQWO\0DU\
DQVZHUHGWKDWWKHWKLQJVKHZDVPRVWSOHDVHGDERXWUHJDUGLQJKHURZQOHDUQLQJZDV³,WKLQN\RX
help me to see I can get it tKHQH[WWLPHLI,GLGQ¶WJHWLWDWILUVW´)LQDOO\ZKHQ,DVNHGKHUZKDW
ideas she was thinking about and would want to discuss in the parent/student-led LAP
FRQIHUHQFHVKHVDLG³6KRZP\PRPORRNPRP,UHDOO\GLGJRRGWKLVVFKRRO\HDU´
Student-Participant Cate
Background. At the time of this study, Cate was an 11-year old female student who
joined our class at the beginning of her fifth grade year. She had been diagnosed with autism
within the last two years and had attended our elementary school since the first grade in selfFRQWDLQHGVSHFLDOHGXFDWLRQFODVVURRPV,QSULRU\HDUVLWZDVQRWHGLQPDQ\RI&DWH¶V,(3VWKDW
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she had experienced a great deal of frustration in school. She had acted out her frustration with
verbal and physical aggression towards others. This included screaming, tantrum-like behavior,
refusal to complete work or stay on task, ignoring requests from adults when she did not want to
stop what she was doing or thinking about, pushing adults or students out of the way when they
tried to block her from completing a task she wanted to do.
In the fourth grade, Cate was placed in a self-contained classroom full time with
occupational therapy, speech and language therapy, social work, and adapted physical education
as related services. She had a Behavior Intervention Plan (BIP) targeted on the behavior of
following directions (i.e., compliance). The committee at that time felt that her inability to follow
directions was a skill deficit with a presumed function of seeking adult attention and/or time to
process information. They used an intervention strategy in which the adult would point to an
DFWLYLW\RQDYLVXDOVFKHGXOHWKDWZDVWDSHGWR&DWH¶VGHVNWRSURPSWKHUWREHJLQWKHDFWLYLW\
Staff members had implemented this intervention without having a verbal exchange with Cate.
Simply, staff members were instructed not to give verbal directions to Cate, just point to the item
on her visual schedule representing the activity she was to do. The plan used stickers as the
method of reinforcement each time Cate complied with the intervention. It was during this year
in the fourth grade, that physical management (i.e., physical restraint) had to be used as per the
BIP for the safety of Cate and/or others on an average of 2 to 3 times per week. The forms used
WRGRFXPHQWLQFLGHQWVRISK\VLFDOUHVWUDLQWDOVRGRFXPHQWHGWKDW&DWH¶VDJJUHVVLYHEHKDYLRU
occurred when an adult refused to speak with Cate but just pointed to the visual schedule chart.
This intervention was not modified in any way during that academic year (i.e., fourth grade).
&DWH¶VPRWKHUDOVRVKDUHGLQIRUPDWLRQDERXWKHUGDXJKWHUZKHQFRPSOHWLQJWKHSDUHQW
questionnaires. She wrote that Cate was becoming more aware of things that were going on
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around her and that she seemed to really enjoy reading but expressed negative feelings about
PDWK:KHQDVNHGZKDW\RXUFKLOGGRHVZHOO&DWH¶VPRWKHUZURWH³+HOSRWKHUV´DQGZHIRXQG
that to be true as the year progressed. She also wrote that she wanted Cate to move up a grade
level for her goal IRU&DWHWKLV\HDUDQGUHVSRQGHGZLWKWKHZRUGV³YHU\VROLG´ZKHQDVNHGDERXW
&DWH¶VVHOI-FRQFHSW,DOVRIRXQGLWLQWHUHVWLQJWKDW&DWH¶VPRWKHUZDQWHGXVWRNQRZDERXW&DWH
ZDVWKDWVKHZDVWKDW³:HKDYHDYHU\VWURQJXQLW´,DOVROHDUQHGWKDW&DWHORves to care for and
talk about animals and her most visited place for a family vacation was Las Vegas as shown in a
later writing project Cate would complete.
:KDWGLGQRWVKRZXSLQ&DWH¶VVFKRROUHFRUGVZDVKHUDPD]LQJSHUVRQDOLW\KHUDELOLW\WR
add pertinent information to conversations when given a chance, and her love of wearing soft
thick socks and rubbing them on the carpet while she completed her work. Cate had a strong love
for animals and sharing information about those animals with others. She blossomed when given
a space in the classroom to decorate and store her school materials so she could complete her
classroom assignments. She loved having a the same class schedule that everyone uses (i.e., the
one on the board) and volunteered to be that student who was responsible for making sure the
teacher kept it up-to-date. She loved meeting new friends who were also fifth grade students on
WKHSOD\JURXQGDQGEHLQJLQFOXGHGZKHQSOD\LQJNLFNEDOO6KHXVHGEXWGLGQ¶WDOZD\VNQRZKRZ
to ask for a space in the classroom where she could go and relax if and when she got stressed
during class.
$V&DWH¶VILIWKJUDGHVSHFLDOHGXFDWLRQWHDFKHU,ZDVKDQGHGDODUJHHQYHORSHZLWKDOOWKH
stickers, visual schedules, stimulus materials that she could touch (i.e., sensory materials) if she
needed them. I told my educational assistant that we would observe Cate in class for two weeks
and only then would we open up the large envelope and see if we needed anything in it to help
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Cate. My first encounter with Cate was when I opened up a yogurt and some of the yogurt
spilled on my shirt. I looked at Cate as she was leaving the classroom for lunch and she turned to
PHDQGVDLG³:HOFRPHWRP\ZRUOG´,NQHZWKHQWKDW,ZRXOGQHYHUQHHGWRRSHQWKDW
envelope, never need to address the Behavior Intervention Plan, and Cate would never need to be
physically restrained once in the fifth grade. Fortunately I can say that I was right.
Results from formal reading assessments. At the end of her fourth grade year it was
noted in CDWH¶VUHFRUGVWKDWKHUUHDGLQJOHYHOXVLQJD'5$ZDVDWOHYHO+HUUHFRUGVQRWHG
that Wilson Reading and guided reading were used with her during the fourth grade as per her
reading placement card for the local school district. Cate came into my classroom as a fifth
grader. She let us know right away that she only read books about animals and that she did not
like math.
,WWRRNDPRQWKDWWKHEHJLQQLQJRIKHUILIWKJUDGH\HDUWRILQDOO\ZLQ&DWH¶VWUXVWHQRXJK
to assess her reading level. After observing her read, I decided to assess her using DRA2 level
28. I found her to be very distracted with the classroom activities and the pictures in the book she
ZDVUHDGLQJ6KHPDGHPLVFXHVVD\LQJ³UXIIHG´IRUWKHZRUG³UXIIOHG´VD\LQJ³KLV´IRUWKH
ZRUG³KHU´VD\LQJ³WLFNL´IRUWKHZRUG³WLFNOHG´DQGVD\LQJ³SHDNHG´IRUWKHZRUG³SRNHG´,
began to question whether her mistakes were due to her inability to recognize the words or her
lack of attention to details. I also noticed that she tended to read a passage with the book close to
her face, but when I asked her mother about possible vision difficulties, I was reassured that
&DWH¶VYLVLRQZDVQRUPDO+HUVFRUHVRQWKLVDVVHVVPHQWSODFHGKHUDWWKHLQGHSHQGHQWOHYHOIRU
reading engagement, oral reading fluency, and comprehension. Her fluency rate was 28 WCPM
(i.e., DRA2 intervention range as per DRA2 Continuum guidelines), yet her she consistently
used longer phrasing and correct expression and punctuation. Thus, her oral reading fluency
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score was at the independent level for the third grade. She dictated the answers to the
comprehension questions and demonstrated that she fully understood what she had read.
In January I assessed Cate at DRA2 level 30. She made 17 miscues with no apparent
patterns. She wanted to skip words and did not want to sound out any of the words. She scored at
the instructional level for reading engagement and oral reading fluency. However, she scored at
the independent level, as per DRA2 Continuum guidelines, for comprehension. She dictated the
answers to the comprehension questions and was given thirty minutes to complete the
assessment. I allowed her to use the book when answering the comprehension assessment
questions, but she did not seem to really need it. She answered each comprehension question
correctly using good supporting details.
In March, I decided to use the QRI-WRDVVHVV&DWH¶VUHDGLQJVNLOOVEHFDXVHWKHUHZHUH
very few pictures in this assessment so visual cues could not be used to determine what the
passage was about. Of course, I talked up the new test and told Cate how much she was going to
love the stories. Motivation was a powerful tool with Cate. I gave her the word list for the first
grade on which she correctly identified 90% of the words, placing her in the independent reading
level for that grade; the word list for the second grade on which she correctly identified 75% of
the words on the list placing her in the instructional level for that grade; and finally the word list
for the third grade on which she correctly identified 45% of the words placing her in the
frustration level for that grade. Since she had been successful with the DRA2 level 30, I decided
to give her a narrative passage for level three using a QRI-5 story. The name of the story was
³7KH7ULSWRWKH=RR´DVXEMHFW&DWHVHHPHGH[FLWHGDERXW6KHPDGHWKUHHPLVFXHVIRUWKH
ZRUGV³WUDFHG´³DFWHG´DQG³QRWLFHG´,GLGPDNHDPHQWDOQRWHDQGODWHUMRXUQDOHQWU\DERXW
inflected endings and how important a mini lesson would be for all of the students on this skill.
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Cate did exceptionally well with the retelling of this story giving detail after detail. She also
correctly answered all of the eight comprehension questions, placing her in the independent stage
for comprehension for level three that is third grade equivalent. This test was so successful that I
GHFLGHGWRWDONKHULQWRUHDGLQJDQRWKHUVWRU\FDOOHG³7KH%XV\%HDYHU´WKDWZDVDWOHYHO,
knew that she loved stories about animals.
Around this time, I noticed that Cate was placing her eyes closer to the papers she was
working with. I asked her parents again about possible vision problems. Cate had recently had an
eye examination but passed with flying colors. However, we agreed that since the font size for
QRI-5 stories was small, I would increase the font of the story she would read do determine if it
PDGHDGLIIHUHQFHLQ&DWH¶VUHDGLQJRXWFRPHV,KDG&DWHUHDGDQH[SRVLWRU\SDVVDJHWKDW,NQHZ
would be more difficult at level four. I increased the font size by 140% using a photocopier;
using the increased font size seemed to help her read in what appeared to be a more relaxed state
(i.e., good posture for reading and not bringing the paper within inches of her face). She made 13
miscues so she scored in the instructional level for total accuracy. It did take her over 11 minutes
to read the passage of 281 words, placing her fluency rate at 24 WCPM for the fourth grade. She
QHHGHGPDQ\SURPSWVWRUHWHOOWKHVWRU\VXFKDV³JLYHPHPRUHGHWDLOV´EXWVKHDQVZHUHGDOOWKH
comprehension questions correctly. That score placed her at the fourth grade reading level for
this expository passage using the QRI-5 assessment.
Results from informal reading assessments. Cate was asked to complete an Interest
Inventory (Appendix C) in December. In places where I needed more information or clarification
of her answers, I discussed the results with her. When asked if she liked to read she answered,
³VRPHWLPHV,GRDQGVRPHWLPHV,GRQ¶W´6KHPDUNHGWKDWVKHORYHGERRNVDERXWDQLPDOVOLNH
horses, kittens, and dogs. She also marked that she liked books with pictures. When I asked why
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VKHVDLG³KHOSVPHVHHZKDW¶VKDSSHQLQJ´6KHDOVRPDUNHGWKDWVKHOLNHGERRNVDERXW
GLQRVDXUV6KHOLNHGWRUHDG³%LVTXLWERRNV´DQGIDVKLRQPDJD]LQHV6KHPDUNHGWKDWVKHOLNHd
VRIWFRYHUERRNVDQGZKHQ,DVNHGKHUZK\VKHVDLG³,OLNHKRZWKH\IHHO´
,Q0D\,JDYH&DWHWKH,QWHUHVW,QYHQWRU\DJDLQDQGVKHPDUNHG³\HV´ZKHQDVNHGLIVKH
liked to read. She marked that she liked to read everyday and her favorite books were about
animals, funny books, books with pictures, and books about dinosaurs. She also liked soft cover
ERRNVDQGZKHQ,DVNHGLIVKHKDGDQ\WKLQJHOVHWRVD\VKHVDLG³1R,¶PJRRG´,DOVRKDG
Cate complete an Elementary Reading Attitude Survey (Appendix D) where in December she
scored in the 87th percentile (i.e., happiest Garfield) in recreational reading and in the 71st
percentile (i.e., happiest Garfield) in academic reading. When taking this same survey in May,
Cate scored in the 91st percentile (i.e., happiest Garfield) in recreational reading and in the 98th
percentile (i.e., happiest Garfield) in academic reading. In essence her attitude toward reading
both recreational and academic texts improved.
Cate completed eight bi-weekly reading conferences across the school year, alternating
books from fiction and nonfiction genres. The first book she read was called Dogs at Work at a
DRA2 level 24. She loves animals, especially dogs, so this was a good choice to start the year.
During our first bi-weekly conference I asked her if she picked this book from the book list at her
UHDGLQJOHYHODQGVKHVDLG³<HVEHFDXVH,ORYHGRJV´6KHIHOWWKHERRNZDVDOLWWOHFKDOOHQJLQJ
DQGVWDWHGWKDWWKHVHWWLQJZDV³LQVLGHRXWVLGH´DQGUHDOO\FRXOGQ¶WFRQWULEXWHDny other details.
When I asked her about the main character and at least three details about the story, Cate went
into great detail describing how dogs help people with seizures, save lives, and help the police.
Her favorite part of the story was when she read about lifeguard dogs; when I asked her why it
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ZDVKHUIDYRULWHSDUWVKHVDLG³,WORRNVOLNHP\GRJ´7KHSDUWWKDWVXUSULVHGKHUZDVDERXW
LQVHFWGRJV6KHDVNHGPH³'RWKH\HDWWKHP"´
&DWH¶VVHOI-VHOHFWHGUHDGLQJJRDODWWKLVSRLQWZDV³UHDGWKHERRNZLWKRXWPLVWDNHV´,
made a note that Cate loved to thumb through the book staring at the pictures and sharing the
information she read by just looking at the pictures. During our reading analysis for this initial
bi-weekly conference I wrote down that when Cate encountered unknown words she used
pictures and brought in prior knowledge to help her make sense of what she was reading. She
seldom self-corrected, made repetitions, or used punctuation to guide her oral reading. Her
fluency rate was 16 WCPM yet her story comprehension retelling score was 76% correct. During
the retelling, Cate thumbed through the book and shared a lot of details about what she had read
and also contributed novel information she had learned about dogs in the past. It was clear from
WKLVDVVHVVPHQWWKDW&DWH¶VDELOLW\WRUHWHOOVWRU\HYHQWVDQGGHWDLOVZDVDVWURQJVNLOOIRUKHU7KLV
finding was confirmed when she received a 60% accuracy score on her written multiple-choice
comprehension test.
Retelling, however, proved to be a stronger skill for Cate than answering comprehension
questions on assessments for the last seven books she read. Her comprehension retelling scores
were 75%, 90%, 71%, 86%, 62%, 71%, and 71% for these books. Her scores on comprehension
questions for the last six books were 60%, 20%, 40%, 20%, 50%, 42%, and 58%, respectively.
Cate read the remaining seven books at DRA2 level 28 and DRA2 level 30, yet she never
obtained a score on comprehension questions for these books above beginning steps. I made sure
that we read aloud all eight of her comprehension tests and allowed her to dictate her responses,
EXWWKLVPRGLILFDWLRQPDGHQRUHDOLPSDFWRQKHUVFRUHV&DWH¶VRUDOUHDGLQJDFFXUDF\UDWHVZHUH
84%, 97%, 98%, 91%, 91%, 93%, 98%, and 92% yet her fluency rates were 16 WCPM, 36
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WCPM, 57 WCPM, 21 WCPM, 31 WCPM, 42 WCPM, 37 WCPM, and 46 WCPM,
respectively.
Results from informal writing assessments. ,Q1RYHPEHU,DVVHVVHG&DWH¶VVSHOOLQJ
skills using the Words Their Way Elementary Spelling Inventory Feature Guide (see Appendix
R). I had her write down the 25 words I dictated giving her only 12 words before a break and
then finishing the assessment. (I knew after working with her for several months that a break was
necessary.) The results showed that she correctly used consonants except for the consonant /n/.
She identified short vowels except /i/ and missed digraph /wh/. Assessment results showed that
she could use the blends /tr/, /pl/, and /dr/ but missed /mp/, /fl/, /br/, and /sp/. She did identify the
long vowel /oa/ but missed the remaining long vowels. These assessment results placed her in the
Letter-Name-$OSKDEHWLFVSHOOLQJVWDJHDVSHUWKLVSURJUDP¶VFULWHULDDQG,EHJDQLQVWUXFWLRQ
using that level word sorts for her to practice. Later, in May of that school year, I gave Cate the
same assessment that found that she could correctly use consonants in both initial and final
positions, her short vowels, digraphs, and blends. These results demonstrated that she progressed
toward the Within Word Pattern spelling stage, indicating that she had made good progress in
spelling skills. There was also evidence of this progress in her daily written work and extended
written responses.
I conducted eight Writing Conference for Reading Responses (see previous section under
Karl that describe these.) Cate said during 5 out of 8 Writing Conference for Reading Responses
that she used her personal dictionary when working on writing assignments. Using her personal
dictionary was a strategy that Cate seemed to want to avoid, but which easily allowed her to find
the spelling of a word when she did use it. During the school year, I set up a variety of incentives
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every time she used the dictionary, such as stickers from a sea life book or five-minute breaks.
However, she continued to try to avoid using the dictionary throughout the year.
I asked Cate what she liked about her writing piece in her first bi-weekly conference; she
VWDWHG³3HRSOHFDQUHDGLW´,GRQ¶WOLNHLW´,GLGQ¶WUHDFKP\JRDOWRVSHOOWKLQJVULJKW´³7KDW,
gRWVRPHRILWULJKW´DQG³,XVHGJRRGKDQGZULWLQJ´6RPHWLPHV&DWHWRRNWKHJUDGLQJYHU\
personally, especially when she decided to copy from the book rather than writing her own
UHVSRQVHDQG,GUHZDVDGIDFHRQKHUSDJH6KHVWDWHG³,GRQ¶WOLNHLW,WKDVDIURZQRQLW´
Cate fully understood that she needed to use her personal spelling dictionary, her best
handwriting skills, and capitals and end-points when she wrote. The Writing Conference for
Reading Responses seemed to reinforce these important skills, and as the school year progressed,
I could see her checking classwork, reminding herself out loud that she needed to do them. When
,DVNHGKHUZKDWW\SHRIKHOSVKHQHHGHGWRLPSURYHKHUZULWLQJVKHVWDWHG³<RXDUHDOUHDG\
helping me write betteU´³,GRQ¶WQHHGDQ\KHOS´DQGILQDOO\³,QHHGPRUHWLPH´
Cate did not like to write, and I could feel her anxiety during most of our Writing
Conference for Reading Responses. In my teacher evaluations, Cate scored in the Beginning
Stage four times during our Writing Conference for Reading Responses, the Early Developing
Stage three times, and the Emergent Stage one time. Her sentences tended to be abrupt and
choppy. She used the same sentence patterns with basic grammar and word usage errors. It was a
challenge to keep her writing focused on answering the question. We spent a lot of time talking
about the extended response questions she was assigned and developed a word bank using her
assigned books as references so she could compose sentences with the words and ideas we talked
about. I began to see some progress, but writing continued to be quite a challenge for Cate. She
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had so many ideas that she wanted to share so I her use dictation allowing her to easily express
her ideas, especially on the three writing projects I had scheduled.
We began our first writing project in February. For this project, I had students compare
their lives with Dr. Martin Luther King, Jr. in such areas as family, birthday celebrations,
favorite books, and what they were good DWGRLQJDVRXWOLQHGSUHYLRXVO\LQ.DUO¶VVHFWLRQ7KLV
was an ideal project for students like Cate because there were a variety of activities that included
some drawing and a limited amount of formal writing. I insisted that Cate take her time in
completing the project, and I had her do a rough draft for the paragraph she wrote about a
birthday celebration she had. When she did this, her writing showed improvement.
When we completed the student self-evaluation portion of the Writing Conference for
Writing Project (see Appendix L), Cate was asked what she liked about this writing project. She
VDLG³,OLNHGLW,OLNHWDONLQJDERXWP\IDPLO\´6KHFRXOGQDPHWKHWZRERRNVWKDWZHUHUHDGWR
the class that pertained to Dr. King and stated that she used her best handwriting skills. She also
said that she checked her final draft for spelling, capitals, and end points, something that took her
some time. I had her look for each category separately in her final draft and then make the
changes to her draft copy. When she copied her corrected draft, I had her highlight each sentence
after she copied it so she could keep track of what she had already corrected. This process gave
her a much-QHHGHGFKDQJHRISDFH6KHWROGPHGXULQJWKHFRQIHUHQFHWKDWVKH³OLNHGZULWLng in
OLWWOHSLHFHV´6KHUHFHLYHGDQ LHSURILFLHQW VFRUHRQKHUZULWLQJUXEULFDQGD LH
advanced) score on her presentation rubric. When asked what she learned during her presentation
VKHVKDUHGWKDW³,JRRGDWSOD\LQJJDPHVUHDGLQJDQG OHDUQLQJQHZWKLQJV´
We begin our second writing project in April, developing a fairy tale (see writing project
GHVFULSWLRQLQ.DUO¶VVHFWLRQ ,QSUHSDUDWLRQVHYHUDOERRNVZHUHUHDGDORXGWRWKHVWXGHQWV
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followed by a discussion pertaining to characters, setting, problem within the story, how the
problem was solved, and how the story used details. Cate had taken a yearly family trip to Las
Vegas where she took numerous pictures of herself and a stuffed duck I had in my classroom
named Gus. Cate became instantly attached to Gus, and this stuffed duck became a mascot for
the class. Cate wanted to use some of the pictures she had taken with Gus and write them into the
events of her fairy tale. Her fairy tale was titled [Cate] DQG*XV¶V*UHDW$GYHQWXUHShe worked
on this fairy tale harder during class than any other assignment she was ever given during the
\HDU6KHZURWHZLWKDORWRIGHWDLOVDERXW/DV9HJDVVXFKDV³LWLVGLUW\WKHUHDQGVPHOOVOLNH
WUDVKDQGSHUIXPH´DQG³+RWHOVDQGUHVWDXUDQWVDUHHYHU\ZKHUH*DPHVDUHLQVRPHKRWHO´
:KHQ,DVNHGKHUGXULQJWKHFRQIHUHQFHZKDWVKHOLNHGEHVWDERXWWKHZULWLQJSURMHFWVKHVDLG³,
JRWWRPDNHXSP\RZQVWRU\´&DWHZURWHDFUHDWLYHVWRU\DQGUHFHLYHGDVFRUHRI LH
proficient) on her writing rubric. Both Cate and Gus presented the project, standing on a podium
in front of the class. Cate had the biggest smile during her presentation and was so proud of her
story. She read it to the class and even added more Las Vegas details as she presented. She
received a score of 83% (i.e., proficient) on her presentation rubric because she did have some
difficulty answering questions with complete sentences and her voice volume was low.
&DWH¶VILQDOZULWLQJSURMHFWLQYROYHGDPLQL-science project pertaining to the types of
FORXGV VHHZULWLQJSURMHFWGHVFULSWLRQLQ.DUO¶VVHFWLRQ ,UHDGDVWRU\DERXWFORXGVZLWKWKH
class, and we observed the type of clouds we had in the sky outside of our classroom.
Unfortunately, we had a perfect blue sky with the absence of clouds that day. Yet Cate surprised
me a few days later during our daily walk to the lunchroom. She looked up at the sky and was
able to describe the clouds that she saw. Cate loved performing the mini-science project in which
we made a cloud in a jar but the written portion of the assignment was difficult for her because
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she just did not want to do the assignment. After a great deal of coaxing, Cate turned in her
written portion and received a score of 60% (i.e., beginning steps) on her writing rubric. For the
presentation, I had each student tell me what happened during the experiment portion of the
project, making sure to include many details and to tell me what they had learned about clouds.
Of course, Cate excelled in the oral presentation obtaining a score of 90% (i.e., advanced) on the
presentation rubric.
Results from Written Reflections of I ntegrated learning for Teacher-Student
Exchange (WRI TE) conferences. I found myself spending a little more time trying to prepare
Cate for her up-coming WRITE conference that would eventually led to her student-led
parent/teacher conference because Cate seemed to hate going back and reviewing her completed
work. Cate was also very proud of her LAP and loved working with a peer group organizing the
LAP but clearly did not enjoy the reflection of work samples she needed to place in the LAP. In
November she wrote her LAP Introduction letter, but she was not happy to have to write
anything that day. She did keep her words between the lines but refused to use her personal
dictionary to correct the spelling in her letter as follows:
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In the above letter, she did use ending points in her sentences but struggled with spelling and
some spacing between words. Changes in the same assignment (i.e., her Student LAP reflection
letter) can be seen in her May entry:

Cate was very proud of herself for reading 46 books during the year as shown on her Reading
Counts Chart. She earned a t-VKLUWIURPRXUVFKRRO¶VOLEUDULDQIRUUHDGLQJWKHUHTXLUHGERRNV LH
three for Land of Enchantment, five for Newbery, and six for the biography genre) and taking
comprehension tests on the computer. I supplied a lot of intervention and accommodations for
her but made sure she worked hard to earn the t-shirt like all of her general education peers. Each
grade level had books they were required to read in order to earn t-shirts so I modified for each
student dependent up on their needs such as reading it aloud and even providing it in audiotaped
form when and if it was available. I spent a lot of time reading books out loud with our students
and having them take notes, complete mini-book reports, or even drawing illustrations of some
of the more difficult books that were required on the fifth grade reading list. Their opportunity to
enjoy a required book was just modified.
Cate spent a great deal of time reflecting on her work samples for the LAP. She wrote
simple sentences answering the questions of how she completed the pieces, what she liked about
the pieces, and how she would change the pieces if she were to redo them. In her first WRITE
FRQIHUHQFH&DWHVDLGWKDWKHUUHDGLQJJRDOZDV³,ZDQWWREHJRRGDWUHDGLQJ´DQGKHUZULWLQJ
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JRDOZDV³ZULWHQLFHU´:KHQ,DVNHGKHUZKDWVKHZDVPRVWSOHDVHGDERXWUHJDUGLQJKHU
OHDUQLQJVKHVWDWHG³,NQRZPRUHZRUGV´:KHQZRUNLQJZLWK&DWHLWGRHVQRWWDNHYHU\ORQJWR
know that she has a big heart and loves her family. When I asked her what she would share with
KHUIDPLO\VKHVDLG³DKXJ´
,FRPSOHWHG&DWH¶VILQDO:5,7(FRQIHUHQFHLQ0D\6KHIHOWKHr best work was her Betsy
5RVVERRNEHFDXVHVKHVDLG³,FRORUHGKHUIDFHEOXH´:KHQ,DVNHGKHUWRWHOOPHLIVKHWKRXJKW
KHUZRUNKDGJRWWHQEHWWHURUZRUVHVKHVDLG³%HIRUHP\ZRUNZDVQ¶WQHDWQRZ,¶PLQWKHILIWK
JUDGHDQGLW¶VQHDWHU´$IWHU,KDG reviewed her reading analysis sheets for several books she had
UHDG,DVNHGKHUKRZVKHIHOWDERXWUHDGLQJDQGVKHVDLG³,IHHOJRRG,UHDGERRNVWRWKHGRJ
ZKHQWKHSRZHUVRXW´:HKDGKDGDELJVWRUPWKHQLJKWEHIRUHVRVKHUHPHPEHUHGLW:KHQ,
askeGKHUDERXWKHUUHDGLQJJRDOIRUWKHVXPPHUVKHVDLG³,¶PJRQQDUHDGWRWKHGRJVDQGTXLW
ELWLQJP\VNLQ´$OWKRXJK&DWHWHQGVWREHVLOO\VRPHWLPHVVKHLVYHU\DZDUHRIKRZDQGZKDW
strategies she can use (i.e., personal dictionary, writing checklist) to improve her work. There
was never a day Cate did not teach me a new lesson and give me another reason to smile.
Parent-Participants
The data collected involving each parent-participant consisted of (a) one audiotaped
initial interview (see Appendix A for a list of interview questions), (b) one parent/student-led
LAP conference in March that was audiotaped and transcribed, (c) one parent/student-led LAP
conference in May combined with the final interview that was audiotaped and transcribed, and
(d) notes written by parents which they placed in the Family Sharing Response section of their
FKLOG¶V/$3 after each parent/student-led LAP conference. I also asked parents to complete two
questionnaires and I used the questionnaire data to help me gather more background information
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for each student-participant. The information taken from the questionnaires was reported within
each student-participant background section.
Analysis of the parent-participant data consisted of first transcribing the audiotapes of
interviews and parent/student-led LAP conferences, resulting in nine transcripts. I then used
thematic analysis as a method for identifying, analyzing and reporting patterns (themes) within
the data. The thematic analysis consisted of several steps. I first searched across the data set (i.e.,
transcripts of interviews, parent/student-led LAP conferences, family sharing responses, and
ongoing written communication with parent-participants) and found repeated patterns of
meaning from the data I extracted. In step two of the analysis, I coded interesting features of the
data in a systematic method across the entire data set and collated data relevant to each code. I
then collated the codes into potential themes in step three. Next, I reviewed the themes and
generated a thematic table defining and naming themes and subthemes (step four). Two broad
thematic areas emerged from the analysis as follows: (a) frustration; and (b) change. The
subthemes that emerged under the theme of frustration were SDUHQWV¶: (a) frustration about the
lack of communication regarding WKHLUFKLOG¶VSURJUHVV E IUXVWUDWLRQwith the methods by
which progress information was shared; and (c) suggested methods for sharing progress. The
subthemes that emerged under the theme of change were: (a) changes in parents¶ expectations of
WKHLUFKLOGUHQDQG E SDUHQWV¶SHUFHSWLRQRIFKDQJHVLQWKHLUFKLOGUHQ Within this last subtheme
LHSDUHQWV¶SHUFHSWLRQVRIFKDQJHVWKH\UHFRJQL]HGLQWKHLUFKLOGUHQ were: (a) increased
motivation; and (b) increased self-awareness and self-efficacy. The themes and subthemes are
described in the following sections.
Frustration. All of the parent-participants expressed frustration about the manner in
which they were provided information or not provided information about the academic progress
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of their children during prior school years. Further analysis revealed two subthemes within this
EURDGHUDUHD7KHILUVWVXEWKHPHUHODWHGWRSDUHQWV¶IUXVWUDWLRQZLWKWKHOLPLWHGFRPPXQLFDWLRQ
schools provided in prior years about how their child was progressing, and the second subtheme
was related to the frustration parents experienced due to the types of literacy assessments or
measures (e.g., standards-EDVHGDVVHVVPHQWV WHDFKHUVXVHGWRVKDUHWKHFKLOGUHQ¶VSURJUHVVZLWK
them.
)UXVWUDWLRQDERXWODFNRIFRPPXQLFDWLRQDERXWWKHLUFKLOG¶VSURJUHVV During the
initial interviews, all of the parent-participants in this study expressed frustration about not
UHFHLYLQJPRUHGHWDLOVIURPWKHVFKRRODERXWWKHLUFKLOG¶VOLWHUDF\SURJUHVV. The information
provided by the schools was often in the form of standards-based report card reporting system
(i.e., 1 for beginning steps, 2 for nearing proficient) and scores on standards-based assessments,
usually at the end of each year. These summative forms of assessment only showed that the
FKLOGUHQZHUHSHUIRUPLQJEHORZVWDQGDUGVRUEHORZDYHUDJHEXWGLGQ¶WSURYLGHVSHFLILF
LQIRUPDWLRQDERXWWKHFKLOGUHQ¶VSHUIRUPDQFHLQHDFKFRPSRQHQWDUHDRIUHDGLQJ3DUHQWVVHHPHG
to want additional formative DVVHVVPHQWLQIRUPDWLRQDERXWWKHLUFKLOG¶VSURJUHVVLQDFTXLULQJ
OLWHUDF\VNLOOVWKDWSURYLGHGLQIRUPDWLRQDERXWWKHFKLOGUHQ¶VVWUHQJWKVDQGZHDNQHVVHV)RU
H[DPSOH.DUO¶VPRWKHUUHVSRQGHGWRP\LQWHUYLHZTXHVWLRQUHODWHGWRWKHW\SHVRILQIRUPDWLRQ
she KDGUHFHLYHGLQWKHSDVWDERXW.DUO¶VUHDGLQJDQGZULWLQJE\VKDULQJ³«XP,¶PQRWUHDOO\
VXUHEHFDXVHWKHWHDFKHUVUHDOO\NHSWPHLQWKHGDUNTXLWHDELW´ ,Q-29). This mother felt it
was important for her to make sure her son was progressing in reading. Since information about
his progress in this area apparently was not readily available during school conferences, she took
it upon herself to monitor home reading activities. Doing so helped her gain the progress
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information she needed. She described what she did at home to try to understand how he was
progressing in literacy:
But what I did was I always tried to read to him and he reads see we also have him on the
FRPSXWHUKHUHDGVWKHFRPSXWHUE\KLPVHOIDKYHU\VHOGRPKH¶OODVNPHZKDWWKLVRUWKat
says cause he normally has a general meaning understanding what the meaning is. So
that¶VSUHWW\PXFKKRZ,MXGJHKRZKH¶VSURJUHVVLQJ (In 01: 31-35).
2WKHUSDUHQWLQWHUYLHZVUHYHDOHGWKDW.DUO¶VPRWKHUZDVQRWWKHRQO\SDUHQWWU\LQJWR
monitor their FKLOG¶VUHDGLQJSURJUHVVE\KHOSLQJKHUKLPDWKRPHUDWKHUWKDQGHSHQGLQJRQWKH
LQIRUPDWLRQWKHFKLOG¶VVFKRROKDGVKDUHG&DWH¶VPRWKHUIRUH[DPSOHVKDUHGKHUH[SHULHQFHE\
VD\LQJ³«,PHDQ,NQRZ\RXNQRZ,VLWGRZQZLWKKHUDQGORRNDQG\RXNQRZ,¶YH used a lot
RIGLIIHUHQWDLGVZLWKKHUWRKHOSZLWKKHUUHDGLQJDQGXP\RXNQRZLW¶VMXVWDKDVWUXJJOHDYHU\
ELJVWUXJJOH´ ,Q- (YHQZKHQSURJUHVVLQIRUPDWLRQRQ&DWH¶VUHDGLQJZDVVKDUHG
ZLWKLQWKHVFKRROHQYLURQPHQW&DWH¶VPRWKHUZDVIUXVWUated because she wanted to fully
XQGHUVWDQGWKHGHWDLOVRI&DWH¶VSURJUHVVDQGWKHVFKRROSHUVRQQHORQO\JDYHKHUJHQHUDO
VWDWHPHQWVOLNH³6KH¶VSURJUHVVLQJ´ZKHQGLVFXVVLQJ&DWH¶VUHDGLQJVNLOOV6KHVKDUHGWKDWWKH
VFKRROFRQIHUHQFHVZHUH³3UHWW\GLVDSSRLQWLQJ\RXNQRZFDXVH,PHDQWKHUH¶VUHDOO\QR
GDWDEDVHQRFKDUWVWKHUH¶VQRWKLQJ,PHDQDOOWKH\GRLVWHOO\RXVKH¶VPDNLQJSURJUHVV´ ,Q
33-34).
0DU\¶VPRWKHUVKDUHGKRZVKHOHDUQHGKRZWRDVNWKHULJKWTXHVWLRQVRIVFKRROSHUVRQQHO
in seeking iQIRUPDWLRQRQ0DU\¶VUHDGLQJVNLOOV6KHVWDWHG³«WKHUHZDVVRPHIUXVWUDWLRQXP
HDUO\RQXPHVSHFLDOO\XP,¶YHDGMXVWHG,¶YHJRWWHQXVHGWR\RXNQRZDVNLQJPRUHTXHVWLRQV´ ,Q
02: 46- &DWH¶VPRWKHUVWDWHGWKDWGXHWRWKHODFNRILQIRUPDWLRQSHUWDLQLQJ WRKHUFKLOG¶V
reading progress being provided from schools, she had sought support outside of the school
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environment. Cate had received before and/or after school tutoring in the area of reading for the
ODVWWKUHH\HDUV+HUPRWKHUVWDWHG³«,PRVWO\ZHQWRXWLQWKHUHVRXUFHVRISHRSOHWKDW,¶YH
FRQWDFWHGDQGDVNHGWKHPZKDWWKH\XVHGXP,FDQ¶WUHDOO\VD\,¶YHJRWWHQPXFKIURPWKH
VFKRRO´ ,Q-42).
%RWK.DUODQG&DWH¶VPRWKHUVEHFDPHIUXVWUDWHGGXULQJWKHLULQLWLDOLQWHUYLHZVZKHQZH
were discussLQJHDFKFKLOG¶VSURJUHVVLQSULRUVFKRRO\HDUV.DUO¶VPRWKHUIHOWVKHKDG
XQGHUVWRRGYHU\OLWWOHDERXWWKHGHWDLOVRIKHUVRQ¶VSURJUHVVLQSULRUVFKRRO\HDUVDQGVKDUHG
³:HOO,NQRZKHLVVWLOOEHKLQG´ ,Q :KHQ,DVNHG&DWH¶VPRWKHUWKHVDPHTuestion, she
UHVSRQGHGE\VD\LQJ³,ZRXOGORYHWRXPbut \RXNQRZWKDW¶VDZDOO<RXNQRZ\RXFDQDVN
XQWLO\RXDUHEOXHLQWKHIDFHDQGWKH\¶UHQRWJRQQDFKDQJH$QG\RX¶UHQRWJRQQDJHWWKH
LQIRUPDWLRQXQOHVVWKH\ZDQWWR´ ,Q-86). This comment led the analysis toward a second
subtheme within frustration: parents concerns about how the information was shared.
)UXVWUDWLRQZLWKWKHPHWKRGVXVHGWRVKDUHWKHFKLOGUHQ¶VSURJUHVV All parentparticipants expressed frustration about how information pertaining to the progress of their child
was shared with them. Specifically, they found the types of formats schools used to document
progress not to be helpful. For example, these included the standards-based report card scoring
system (i.e., 1 for beginning steps, 2 for nearing proficient) used on standards-based report cards
or the variety of ways to write assessment results (i.e., using Wilson sub-steps or using Spire
levels) on IEPs. Parents shared their frustrations toward the types of formats that had been shared
VXFKDVZKHQ.DUO¶VPRWKHUZDVWDONLQJDERXWWKHVWDQGDUGV-EDVHGUHSRUWFDUGV³«7RPHD
JUDGHGRHVQ¶WPHDQDQ\WKLQJ:KDWPDWWHUVWRPHLVWKDWKH¶VOHDUQLQJVRPHWKLQJWKURXJKRXWWKH
VFKRRO\HDU7KDW¶VWKHERWWRPOLQH7RPHDQXPEHURUDJUDde, it means nothing for him, it is
KRZKHLVDKWDNLQJLQDOOWKLVLQIRUPDWLRQDQGLVKHJRLQJWRSURFHVVLW´ ,Q-109).
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&OHDUO\.DUO¶VPRWKHUZDQWHGWRVHHLQIRUPDWLRQWKDWVKRZHG.DUOZDVPDNLQJSURJUHVVVXFKDV
his work samples, rather than a scoring system that compared her son to his grade level peers.
Since Karl was reading below grade level, we were limited to a beginning step score on the
standards-based report card that did not show any growth. That is, the school district required us
to RQO\DVVLJQDµ¶EHFDXVHWKHVWXGHQWVZHUHQRWUHDGLQJDWJUDGHOHYHO7KHUHIRUHWKH
FKLOGUHQ¶VVFRUHVQHYHUFKDQJHG0DU\¶VPRWKHUVKDUHGVLPLODUIUXVWUDWLRQGLUHFWHGWRZDUG
standards-EDVHGUHSRUWFDUGVE\VKDULQJ³«,ZRXOGOLNHWRVHHERWKKHUSHUVRQal progress and
WKHQDOVRZKHUHVKHILWVLQZLWKWKHVWDQGDUGV´ ,Q- 7DNLQJLWDVWHSIXUWKHU&DWH¶V
mother stated that she felt important information could have been helpful when making academic
decisions:
Well, I think if we had a little bit more of a head start about what the problems were in
her reading and writing that we could have addressed it a lot sooner than what we are
QRZ$ORWRIYDOXDEOHWLPHKDVNLQGRIEHHQZDVWHG,IHHOVR\RXNQRZZH¶UHRQWKH
EDFNVWURNH´ ,Q-49)
UnforWXQDWHO\ZKHQ&DWH¶VPRWKHUXVHGWKHZRUG³EDFNVWURNH´VKHZDVUHIHUULQJWRWKHIDFWDQG
VKHIHHOV&DWHZDVDFWXDOO\UHJUHVVLQJLQWKHDUHDRIUHDGLQJ&DWH¶VPRWKHUVHHPHGWRJHWPRUH
IUXVWUDWHGGXULQJWKHLQWHUYLHZZKHQDVNHGDERXWKHUGDXJKWHU¶VSURJUess compared with her
JHQHUDOHGXFDWLRQSHHUV6KHVWDWHG³2KVKH¶VQRWHYHQFORVH,PHDQVKH¶VDILIWKJUDGHUZH¶UH
VWLOODWWKHVHFRQGJUDGHUHDGLQJOHYHO:H¶UHQRWHYHQFORVH$QGZH¶YHEHHQDWWKHVHFRQGJUDGH
reading level for well three years so ,ZRXOGOLNHWRVHHDOLWWOHSURJUHVV\RXNQRZ´ ,Q54).
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:KHQ.DUO¶VPRWKHUZDVDVNHGGXULQJWKHLQLWLDOLQWHUYLHZZKDWW\SHVRILQIRUPDWLRQVKH
PLJKWZDQWWRUHFHLYHDERXW.DUO¶VSURJUHVVVKHJDYHDQDQVZHUPRUHGLUHFWHGWRZDUGWKH
manner in which progress was shared by stating:
8PSUHWW\PXFKQRWZKDWKHFDQ¶WGREXWZKDWKHFDQGR,NQRZQRWHYHU\ERG\FDQGR
VWXII,MXVWZDQWWRNQRZZKDWKH¶VFDSDEOHRIGRLQJ7RPHWKDW¶VPRUHLPSRUWDQW
%HFDXVHWRPH³FDQ¶W´\RXNQRZLVQ¶WLQWKHYRFDEXODUy in this family. We all have to
KDYHDQ³,FDQGRLW´DWWLWXGHZLWKRXWWKDWWKHUHLVQRJURZWK6R,NQRZKH¶VJRQQDOHDUQ
VRPHWKLQJDQGWKDW¶VZKHQ,NQRZKHLVOHDUQLQJ ,Q-122).
Suggested methods for sharing progress. During the initial interviews, all of the parentparticipants made suggestions about how frequently they would like to have progress
LQIRUPDWLRQUHSRUWHGWRWKHPDQGZD\VWKH\ZRXOGOLNHWRVHHLQIRUPDWLRQDERXWWKHLUFKLOGUHQ¶V
progress presented to them. These included a variety of mediums that would provide both
VSHFLILFLQIRUPDWLRQDERXWDFKLOG¶VSURJUHVVRQDSDUWLFXODUVNLOODQGEURDGHULQIRUPDWLRQDERXW
how the child learned best. Suggestions included, learning style information, personal progress
reports focused on what tKHLUFKLOGFRXOGDFFRPSOLVKZRUNVDPSOHVLOOXVWUDWLQJWKHLUFKLOG¶V
progress, visual graphs showing growth (e.g., changes in reading levels). While still rather
IUXVWUDWHG&DWH¶VPRWKHUVWDWHGKRZRIWHQVKHZRXOGOLNHWRJHWLQIRUPDWLRQDERXWKHUFKLOG¶V
progress:
Maybe once a week just send home a little something and say you know we jumped up to
this or we did this you know we learned this word this week. You know um you know
VKHKDVQµWKDGDQ\VSHOOLQJOLVWVIRUWKUHH\HDUV ,Q-104).
0DU\¶Vmother felt that information on learning styles (i.e., how her child learned best)
PLJKWEHXVHIXOZKHQVKHVKDUHGWKDW³«NQRZLQJDERXWKHUOHDUQLQJVW\OHLVYHU\KHOSIXODQGDK
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somewhere around I guess it was third grade or so I think we really started to pick up on um you
NQRZZHKDGVRUWRIDJUDVSRQLWEXWVKH¶VNLQGVFKDQJHGRYHUWKH\HDUVWRR´ ,Q-64). She
FRQWLQXHGE\VD\LQJ³«,WKLQNNQRZLQJKRZVKHOHDUQVEHVWLVKHOSIXO´ ,Q 0DU\¶V
mother also wanted additional information to coPSDUHKHUGDXJKWHU¶VSURJUHVVZLWKKHUSHHUV
her personal progress, work samples, and even a graph showing reading progress from
kindergarten through the 5th grade. She stated:
I would like to know where she falls in line with her peers and standards but then also to
KHUSHUVRQDOSURJUHVVIURPZKHUHVKH¶VDWWKHEHJLQQLQJRIWKH\HDUWRWKHHQGRIWKH\HDU
Um I would like to be able to see that growth and I know it is slow growth but (In 02: 8891).
She continued her thoughts about work samples that miJKWLOOXVWUDWH0DU\¶VSURJUHVV
,WKLQNXP,ZRXOGOLNHWRVHHKHUZRUNH[DPSOHVXPDQGLIWKHUH¶VDZD\WRJDXJHKHU
progress her own personal progress on a measurement scale like you know the standards
based grading system you know (In 02: 104-106).
FLQDOO\,QRWLFHGWKDW&DWH¶VPRWKHUSDXVHGDIHZPLQXWHVDIWHU,DVNHGKHUZKDWW\SHRI
information would she would like to receive. It appeared as if she did not expect a question like
WKLVZRXOGEHDVNHG6KHWKRXJKWDERXW&DWH¶VVWUXJJOHVLQWKHDUHDRf writing and she shared:
Well, now her writing is a whole another issue um they told us she would never write
because of her hands. So you know any progress in that I feel is huge because I was
H[SHFWLQJQRWKLQJVR\HDKVR,¶PUHDOO\H[FLWHGDERXWVHHLQJ anything and any
improvement in that (In 03: 75-78).
Change. It was after the first parent/student-led LAP conference when I noticed a new
theme emerge during my analysis of parent transcripts. My analysis revealed that parental

162
responses began to focus less on frustration and more on change. Change was revealed in two
areas: (a) changes in parent expectations; and (b) changes that parents saw in their children (i.e.,
increased motivation, self-awareness, and self-efficacy). Analysis of SDUHQWV¶comments revealed
that, as a result of participating in the LAP process with their children, parents began to
UHFRJQL]HSRVLWLYHFKDQJHVLQWKHLUFKLOGUHQ¶VOLWHUDF\GHYHORSPHQW7KLVLQWXUQFUHDWHGFKDQJHV
LQWKHSDUHQWV¶H[SHFWDWLRQVRIWKHLUFKLOGUHQ7KH/$3Paterials and activities provided parents
ZLWKHYLGHQFHRIVWHDG\SURJUHVVLQWKHLUFKLOGUHQ¶VOLWHUDF\VNLOOVDQGNQRZOHGJH7KHSDUHQWV
began to recognize that their children were capable of learning more than the parents had
imagined and this increased their expectations of what the children could accomplish in the
future. ,WDOVRKHOSHGSDUHQWVXQGHUVWDQGEHWWHUKRZWRVXSSRUWWKHLUFKLOGUHQ¶VUHDGLQJSURJUHVV
&KDQJHLQSDUHQWV¶H[SHFWDWLRQVRIWKHLUFKLOGUHQ All parent-participants expressed that
theLUH[SHFWDWLRQVRIWKHLUFKLOG¶VDELOLW\WRPDNHDFDGHPLFSURJUHVVLQWKHDUHDRIOLWHUDF\
changed as a result of participating in the parent/student-led LAP conferences with their children.
7KH\EHJDQWRVHHWKDWWKHLUFKLOG¶VDFWXDOOLWHUDF\GHYHORSPHQWwas beyond their initial
H[SHFWDWLRQV0DU\¶VPRWKHU, who had been relatively quiet during school conferences in years
prior to this study, appeared to be the most vocal when it came to sharing her thoughts during her
GDXJKWHU¶VILUVWparent/student-led LAP conference. She shared her enthusiasm about the amount
RI0DU\¶VZRUNSUHVHQWHGLQWKH/$3GXULQJWKHparent student-led LAP conference by stating,
³7RQVRIZRUN´ ,Q ³<RXZURWHDOOWKDW´ ,Q ³<RX¶YHEHHQEXV\\RXGLGDORW
RIZRUN´ ,n 19: 271)³ERRNVZRZWKDW¶VDORW ,Q DQG³0RUHVRWKDQODVW\HDUWKDQ
DQ\RWKHU\HDU´ ,Q 6KHDOVRUHFRJQL]HGWKDW0DU\¶VVSHOOLQJVNLOOVKDGLQFUHDVHG
VWDWLQJ³<HVKHUVSHOOLQJKDVJRWWHQVRPXFKEHWWHU´ ,Q . During the final
parent/student-led LAP conference while we were completing the final interview, I explained the
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progress in reading levels that Mary had made during the year. I pulled out the graph depicting
0DU\¶VJDLQVLQUHDGLQJOHYHOWKDW0DU\¶VPRWKHUKDGUHTuested earlier during the initial
LQWHUYLHZ2QWKHJUDSK,KDGFKDUWHG0DU\¶VUHDGLQJOHYHOVIRUWKHODVWIRXU\HDUV,SUHGLFWHG
that, based on the progress she had already made, I could see her reading at least at the fifth
grade reading level upon higKVFKRROJUDGXDWLRQ+HUPRWKHUVWDWHG³7KDW¶VKXJH:HKDG
testing on her when she was in kindergarten and they thought that would not be the case. Her,
ZLWKWKHPHPRU\LWLVVRKDUGIRUKHUWRJUDVSLWDQGWKHQWRKROGLW´ ,Q- 0DU\¶V
mothHU¶VYRLFHFUDFNHGZLWKHPRWLRQDIWHUKHUGDXJKWHUFRPSOHWHGKHU/$3SUHVHQWDWLRQ6KH
shared:
I know that her own personal progress is moving forward. She is still making progress at
her level. I can see that now you know more so with the forms that, you know, or just
looking more so at the report card or standardized based scores (In 19: 405-408).
Emotion did not only VKRZXSLQ0DU\¶VPRWKHUduring the parent/student-led LAP
FRQIHUHQFH&DWH¶VIDWKHUZDVDOVRHPRWLRQDODQGH[SUHVVHGUHOLHIZKHQKHVDZWhe progress
results during the last parent/student-led LAP conference and final interview. He shared his
thoughts about the portfolio process:
,ZRXOGVD\ZH¶YHJRWGHWDLOHGFRQWHQWWKDWDOORZHGXVWRQRWRQO\VHHZKHUHVKH¶VDWEXW
measure her improvementVXP\RXNQRZDQGWKDWWRR\RX¶YHEHHQDEOHWRSLQSRLQWXP
the deficiency as simple as speeding up her reading and some of those sight words (In 21:
687-690).
.DUO¶VPRWKHUZDVYHU\LPSUHVVHGZLWKWKHUHDGLQJFRQIHUHQFH materials that included the
results of comprehension tests, the expanded written response, the reading analysis, and the
retelling rubric. After reviewing the multiple-choice comprehension assessments that Karl had
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placed in his LAP, VKHVKDUHG³«WKDW¶VDJRRGWKLQJEHFDXVH\RXZDQWWRPDNe sure that he
FRPSUHKHQGVZKDWKH¶VUHDGLQJ ,Q-479). The reading conferences were set up in a
question and answer format. For example, I asked the questions that were on the reading
FRQIHUHQFHIRUPDQG,ZURWHGRZQ.DUO¶VGLFWDWHGDQVZHUVRQWKH IRUP.DUO¶VPRWKHUVHHPHG
very pleased with the idea that I took the time to sit down and discuss with Karl his progress. She
VWDWHG³«\RXQHYHUVWRSOHDUQLQJDQG\RXFDQWHOOEHFDXVHLI\RXOLVWHQWRNLGV\RXOHDUQD
whole bunch so much more you really GR´ ,Q-567).
&DWH¶VIDWKHUalso QRWHG&DWH¶VLQFUHDVHGSURJUHVVLQWKHDUHDRIFRPSUHKHQVLRQE\
VKDULQJ³<HDK,JRWWDVD\WKLVSDVWIHZPRQWKVUHDOO\VKH¶VLWVEHHQOHDSVDQGERXQGVWKHZD\
VKH¶VFRPSUHKHQGLQJDQGDUWLFXODWLQJWKLQJV´ ,Q330-331).
Finally, 0DU\¶VPRWKHUVHHPHGSOHDVHGEHFDXVH0DU\EHJDQWRVKDUHKRZVKHOHDUQHG
best when talking about her reading during the parent/student-led /$3FRQIHUHQFH0DU\¶V
PRWKHUZKRKDGZDQWHGPRUHLQIRUPDWLRQDERXW0DU\¶VOHDUQLQJVW\OHFRPPHQWHG³,JXHVV,
OHDUQHGPRUHDERXWKHUOHDUQLQJVW\OH,ZRXOGVD\´ ,Q 
Clearly, parents began to recognize that their children were capable of learning more than
the parents had imagined and this increased their expectations of what the children could
accomplish in the future after participating in the LAP process. Interestingly, &DWH¶VIDWKHULQ
GHVFULELQJWKH/$3SURFHVVDVDPHWKRGWRGHPRQVWUDWHDFKLOG¶VOLWHUDF\GHYHORSPHQWFRPSDUHG
LWWRKLVMREDVDVWRFNEURNHU+HVKDUHG³RXUPDUNHWing effort crunching numbers and
continuing to do these uh campaigns crunching numbers to get that proven method for that
SUHGLFWDEOHUHVXOWVDQGLW¶VDQGLW¶VDOPRVWWKHVDPH´ ,Q-498). He continued to say after
KLVGDXJKWHU¶V/$3SUHVHQWDWLRQ³«,PHDQ\RX¶UHWDNLQJWKHVHGLIIHUHQWPHWKRGVWRJHWD
SUHGLFWDEOHUHVXOWVRXWRIWKHVHNLGVDQGQRWRQO\WKDW\RX¶UHEULQJLQJWKHPRXWVRWKH\FDQ
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H[SODLQKRZDQGZK\´ ,Q-500)&DWH¶VIDWKHU¶VHQWKXVLDVPGXULQJWKHSDUHQWVWXGHQW-led
LAP conference only continued when he VKDUHG³:H¶YHJRWDSURYHQPHWKRGIRUPRUH
SUHGLFWDEOHUHVXOWV´ ,Q 
Changes parents saw in their children. Another subtheme that emerged from analysis of
parent interviews and parent/student-led LAP conferences related WRSDUHQWV¶SHUFHSWLRQVRI
changes within their children. One change that parents mentioned noticing was an increase in
their children¶VPRWLYDWLRQwhen engaging in literacy activities and in learning in general.
Parents perceived that after participating in the LAP process, their children were more motivated
to participate in reading and writing activities. When describing the changes they observed in
their children, parents used interest, pride, driven, achieve, ambition, and even incentive. In
essence, bDVHGRQWKHLUFKLOG¶VHQWKXVLDVPZKHQVKDUing their LAPs with them, parents perceived
that their children seemed more motivated to learn. For example, it became clear that Cate was
very enthusiastic when showing her parents the work she had accomplished and the scores she
worked hard to achieve. She was very interested in sharing her accomplishments with her mother
DQGWKDWLVZKHQ&DWH¶VPRWKHUVKDUHG³,WKLQNKHULQWHUHVWWRRLVDORWRIWKDWWRR,ZRXOGQ¶W
GRXEWWKDWVKH¶VMXVWJRttDDEVRUELWPRUH´ ,n 15: 360-361). It is important to note that Cate had a
rather rough year before she came into my classroom. Past school conferences involved very
OLWWOHDERXWKHUDFDGHPLFSURJUHVVDQGPRUHDERXW&DWH¶VQHJDWLYHEHKDYLRUFKRLFHV&DWH¶V
involvement in these school conferences consisted of her sitting next to her parents not saying
anything. In contrast, Cate arrived at both parent/student-led LAP conferences feeling confident
because she understood that she would share her LAP with her parents, read a document that she
picked out, and talk about how her work was progressing.
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During that same parent/student-led /$3FRQIHUHQFH&DWH¶VIDWKHUDOVRVKDUHGWKDWDIWHU
participating in the LAP process KHQRWLFHGVRPHWKLQJQHZDERXWKLVGDXJKWHU+HVWDWHG³6KH¶s
driven, QRWKLQJZLOOVWRSKHU´ ,Q . He seemed happy after seeing an example of his
GDXJKWHU¶VGHWHUPLQDWLRQto improve her work by showing him one of her work examples where
she improved her score on an extended response question from a low score to a higher score by
correcting her work and adding a few more sentences. +HVDLG³6KHVHWVKHUPLQGWRLWVKHFDQ
DFKLHYHZKDWHYHUVKHZDQWV´ ,Q 
.DUO¶VPRWKHUDOVRQRWLFHGDFKDQJHLQKHUVRQ¶VPRWLYDWLRQWROHDUQDIWHUH[SHULHQFLQJ
the LA3SURFHVV6KHVKDUHG³+HKDVWKDWDPELWLRQWRH[SDQGKLVPLQG´ ,Q ³«KH¶V
PRUHLQWHUHVWHGQRZLQWKHZRUOG´ ,Q DQG³«KHGRHVWKLVWKDWDQGWKHRWKHUWKLQJ
FDXVHKHZDQWVWROHDUQ´ ,Q-521). She also shared that her son seemed not only
PRWLYDWHGWROHDUQEXWDVVKHVWDWHG³<RXJX\VJDYHKLPWKHLQFHQWLYHWROHDUQRQKLVRZQ´ ,Q
22: 476- .DUO¶VPRWKHUDOVRSHUFHLYHGWKDWKHJDLQHGWKHFRQILGHQFHWRDVNTXHVWLRQVDV
GHPRQVWUDWHGZKHQVKHVDLG³«\RXNQRZDOOKHGRHVLVDsk questions and the basic question
ZK\WKLVLVKDSSHQLQJDQGZKDW¶VWKDW\RXNQRZKRZGRHVLWZRUN"´ ,Q-481). Finally,
VKHHQWKXVLDVWLFDOO\VKDUHG³«\RXNQRZLQRUGHUWRUHDFKDJUHDWJRDO\RXKDYHWRKDYHOLWWOH
steps and little steps are motivation. And motivation you know its unlimited it really is once you
JHWVWDUWHG\RXZDQWWRGRPRUH´ ,Q-135).
Another change that parents perceived through the parent/student-led LAP conference
process was that their children were becoming more aware of their own learning and that they
began displaying increased self-efficacy (i.e., belief in their own competence). In regards to
increased self-DZDUHQHVV&DWH¶VIDWKHUIHOWVWURQJO\WKDWWKLVFKDQJHLQKLVGDXJKWHUZDVWKH
result of using the LAP; KHVWDWHG³,PHDQ\RX¶UHWDNLQJWKHVHGLIIHUHQWPHWKRGVWRJHWD
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SUHGLFWDEOHUHVXOWRXWRIWKHVHNLGVDQGQRWRQO\WKDW\RX¶UHEULQJLQJWKHPRXWVRWKH\FDQH[SODLQ
KRZDQGZK\´ ,Q-500). His daughter had presented her LAP during the last conference
explaining how she created different work samples and what she had learned in the process. This
was a big change for Cate compared to the first parent/student-led LAP conference. Since the
first conference Cate was more familiar with how to present her LAP because she had practiced
presenting it with a peer in class. She seemed to understand that she could improve her work
samples by using various support strategies (i.e., personal dictionary) and then could show her
parents the improved scores she had achieved. Before participating in the LAP process, I do not
believe Cate fully understood that she was in control of her own learning. The LAP process
provided her with many opportunities to practice, reflect, and observe that her efforts did indeed
result LQLPSURYHGOLWHUDF\SURGXFWV$V&DWH¶VIDWKHUHQWKXVLDVWLFDOO\VKDUHG³$OOWKH
LQGHSHQGHQFHDQGPHDVXUHRIDFKLHYHPHQWXPDQGWKH\¶YHJRWWKHLURZQUHZDUGEHFDXVHWKH\
HDUQHGLWDQGWKH\VHHLW´ ,Q- DQG³6KH¶VEHFRPLQJDZDUHRIZKRVKHLVDQG,¶P
UHDOO\SURXGRIKHU´ ,Q-520). Her mother shared her enthusiasm by tearfully stating,
³7KHUHLVSULGH´ ,Q .
.DUO¶VPRWKHUDOVRFRPPHQWHGDERXWKHUVRQ¶VLQFUHDVHGFRQILGHQFHDQGDZDUHQHVVRIKLV
ZRUNZKHQVWDWLQJ³+HZDQWVWROHDUQDQGNQRZVZKDW¶VJRLQJRQ´ ,Q :KHQ
GLVFXVVLQJWKHSURFHVVRIKHUGDXJKWHU¶VUHDGLQJZLWK0DU\¶VPRWKHUZHEHJDQWRH[SORUHWKH
LGHDRI0DU\VHHLQJKHUVHOIDVDUHDGHUDQGZULWHU0DU\¶VPRWKHUUHVSRQGHGE\VD\LQJ
³$EVROXWHO\,WKLQNVKHLVVWDUWLQJWRVKHLVEHJLQQLQJ\HDK´ ,Q DQGILQDOO\VKHVDLG
³6KHLVWDNLQJRZQHUVKLSIRUVXUH ,Q 0DU\¶VPRWKHUIHOWWKDWWKH/$3KHOSHG0DU\
become more aware of her learning and stated:
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«,WKLQNLWLVJRRGIRUKHUWRKDYHWKDWDVa tool so that she can like say reflect on you
NQRZZKHUHZKHUHVKHLVDWZKDWVKHQHHGVKHOSLQZKDWVKH¶VGRLQJZHOOZKDWVKH¶V
QRW,WKHOSVEXLOGKHUFRQILGHQFH,WKLQNLW¶VDJRRGWRROWRKDYH,WKLQNDKVKHKDVUHDOO\
come a long way in confidence building with her reading just going back and critiquing it
(In 19: 420-425).
)LQDOO\&DWH¶VPRWKHUVKDUHG³7KDWLVUHDOO\ELJWKDWVKHXQGHUVWDQGVWKHGLIIHUHQFHLQ
JUDGLQJ´)RUWKLVSDUWLFXODUVWXGHQWWKLVZDVDSURIRXQGDFFRPSOLVKPHQWIRUWKLV\ear. Last year,
she had difficulty completing most of her work and this year she wanted a higher score and
insisted on fixing some of her work to achieve that goal. Cate demonstrated a strong sense of
self-efficacy by viewing her assignments as a task that can be mastered rather than only as a
challenging problem too difficult to complete like she approached her assignments last year.
Again, analysis of these comments revealed that, as a result of participating in the LAP process
with their children, parentVEHJDQWRUHFRJQL]HSRVLWLYHFKDQJHVLQWKHLUFKLOGUHQ¶VOLWHUDF\
development. (i.e., increased motivation and increased self-awareness and self-efficacy). This in
WXUQFUHDWHGFKDQJHVLQWKHSDUHQWV¶H[SHFWDWLRQVRIWKHLUFKLOGUHQ
Teacher-Participant
I collected data throughout the study by maintaining a two-column reflective teaching
journal and creating a database system using FileMaker Pro 10 where I collected the students
work samples placed in their LAPs. My objective for creating a database system was to keep
track of student work and assessment results and to be able to sort them for ongoing analysis
throughout the study. The reflective teaching journal was implemented with the objective of
documenting my teaching experiences during the year that I implemented the portfolio
assessment study, my thoughts, questions that arose as the year progressed, ideas about adjusting
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future lessons based on what I was observing the students do, and conclusions involved with
student literacy instruction and assessment.
Reflective teaching journal. I used thematic analysis as a method for identifying,
analyzing and reporting patterns (themes) within the data. I began analysis of the data collected
from my reflective teaching journal by identifying, analyzing, and then reporting patterns
(themes) within the data. I searched across my data set (i.e., reflective teaching journal) and
found repeated patterns of meaning from the data I extracted. In phase 2 of the analysis, I coded
interesting features of the data in a systematic method across the entire data set and collated the
data relevant to each code. I then collated the codes into potential themes in phase 3. Next, I
reviewed the themes and generated a thematic table defining and naming themes (phase 4). One
broad thematic area, discovery, emerged from the analysis. Within the theme of discovery I
found the following subthemes emerged: (a) knowledge about my students (about their attitudes
toward reading, their learning strengths, and their particular interest areas); (b) the importance of
ongoing dialogue for student progress; and (c) the power of reflection.
Discovery. I found the theme of discovery began within my first journal entry on
December 17, 2009 and it appeared primarily in the beginning and end of the study. In the
journal, I first began to discuss the information I discovered by reading the Interest Inventories
and the Elementary Reading Attitude Surveys that each student had completed. I summarized the
information the forms provided about each student on the left column and developed questions
on the right column to be addressed during that particular reflection session or at a later time.
Later I printed out the reflection journal pages and place them in a binder to take home, read, and
add pencil notes. By going back through the reflections, I began a journey of discovery and
found the knowledge I gained about the student-participants informed my instructional practices,
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helped me develop lesson enhancements (i.e., using creative visual prompts) and curriculum
support modifications (i.e., current events activity). It is also important to note that the time
involved in keeping a reflective teaching journal within the LAP process was an acceptable cost
for the improved outcomes.
Greater knowledge about my students. The LAP process provided many opportunities to
learn more about my students in ways that positively affected the literacy instruction I provided
them. I found that the more I learned about their attitudes toward reading, their learning
characteristics, and their interests, the better I could individualize instruction for them. In the
following section, I will discuss the three main areas of knowledge I gained about the students
and how this affected my instructional planning and implementation. First, through the process
of gathering information about the three student-SDUWLFLSDQWV¶UHDGLQJDQGZULWLQJVNLOOV,OHDUQHG
a great deal about how the students felt about (perceived) reading. As a teacher, I have always
believed that attitudes toward reading are learned and develop over time. In the area of reading
those day-by-day experiences with books can determine whether or not a child will become a
lifelong reader. In fact, McKenna and Stahl (2009) wrote that attitudes toward reading are shaped
by the following: (a) each and every reading experience; (b) our beliefs about what will happen
when we open a book; and (c) our beliefs about how those we hold in high regard feel about
UHDGLQJ´ S DQGWKDWWKHVHLQIOXHQFHVFDQEHFKDQJHG with teaching interventions. In the
EHJLQQLQJRIWKHVWXG\P\MRXUQDOHQWULHVZHUHIXOORIVWDWHPHQWVWKDWGHVFULEHGP\VWXGHQW¶V
IHHOLQJVWRZDUGUHDGLQJVXFKDV³+H>.DUO@VHHPVWRHQMR\WKHFORVHQHVVZLWKKLVPRWKHUZKHQ
WKH\UHDGWRJHWKHU´ (QWU\ DQG³&DWHIHOWWKDWVKHVRPHWLPHVOLNHVWRUHDG6KHVDLG
³VRPHWLPHV,GRDQGVRPHWLPHV,GRQ¶W´ (QWU\ ZKHQGLVFXVVLQJ&DWHLQP\MRXUQDO,
DOVRZURWHZKHQUHIHUULQJWR&DWHWKDW³5HDGLQJGHSHQGVRQKRZVKHIHHOVDWWKHWLPH (QWU\
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12/17/09) anGWKHQ³6RPHWLPHVLWDSSHDUHGWKDWUHDGLQJZDVMXVWWRRWHGLRXVIRUKHU,WWHQGHGWR
PDNHKHUIUXVWUDWHG´ (QWU\ 
7KURXJKWKH/$3SURFHVV,GLVFRYHUHGWKDW³0DU\IHOWWKDWUHDGLQJZDVQRWIXQEHFDXVH
LWZDVKDUGIRUKHUWRSURQRXQFHWKHZRUGV´(Entry: 12/17/09). When she read aloud, her oral
flow was choppy and her demeanor was withdrawn and reluctant. I also wrote, referring to Mary,
WKDW,ZDV³1RWVXUHWKDWVKHVHHVUHDGLQJDVDQHVVHQWLDOVNLOOLQOLIH LHIRUSOHDVXUHGDLO\
OLYLQJ ´ (Qtry: 12/17/09). Reading seemed to be such a negative experience for Mary,
something only associated with school, which she quite often complained about it. She did not
make the connection that reading was a necessary life skill (e.g., useful for getting a GULYHU¶V
license, latest fashion advice). I knew that I had a challenge to provide reading activities that
would be high interest for her with up-to-date information about the world. I wanted to capture
her attention and provide her with the experience that reading informational text could actually
be fun. Fortunately, since Scholastic News was delivered to our classroom on a weekly basis, it
SURYLGHGPHZLWKDZRQGHUIXOUHVRXUFHWKDWJDYHPHPDWHULDOVWRWHDFKPLQLOHVVRQVRULQ0DU\¶V
case, helped her prepare for an assignment she was required to turn in during her general
education social studies class.
,Q0DU\¶VJHQHUDOHGXFDWLRQVRFLDOVWXGLHVFODVVVKHZDVUHTXLUHGWRSUHVHQWD&XUUHQW
Events short paper on an article that she had read for class credit. I asked her general education
teacher if Mary could use a current event outline that I modified responding in writing to
TXHVWLRQVXVLQJWKH:¶V LHZKRZKDWZKHQZKHUHDQGZK\ IRUPDW,UHW\SHGWKHIRUPDQG
added a brief explanation to each question so Mary would be able to answer the 5 W questions
independently. This small modification provided Mary with clear directions and a one-page
summary of the article. She was then given the opportunity to present her outline on Wednesdays
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to our small class giving her practice before her Friday presentation during her social studies
class. This small modification to a general education assignment became an activity of choice for
students in my classroom who were required to work on something when they finished an
assignment early.
When I also noticed that reading aloud, a typical elementary school activity, presented an
emotional risk for Mary and Karl that seemed to greatly affect their performance and their
feelings about reading. I wrote in the journDO³0DU\DQG.DUOERWKUHDGYHU\VORZO\EXWPDLQO\
due to speech difficulties. They do not want to mispronounce the words although they both
VHHPHGWRKDYHGHFRGHGWKHZRUGVFRUUHFWO\´ (QWU\ %HLQJDEOHWRSUHVHQWWKHLUZRUN
using the portfolio process, within our small class became a way for both Mary and Karl to
practice their reading aloud skills and build up their confidence.
A second area in which the LAP process helped me gain a deeper understanding of my
students was gaining insight into how my students learned best. This knowledge allowed me to
capitalize on their strengths when designing instruction. For example, I observed through
ZRUNLQJZLWKWKH/$3SURFHVVWKDW.DUOZDVDYLVXDOOHDUQHU,ZURWH³+HVHHPVWRUHODWHPRUH
to pictures and videos. Could this mean that words have been so hard to remember because he
QHHGVDYLVXDOFXH"´ (QWU\ 7KLVREVHUYDWLRQKHOSHGPHWRUHFRJQL]HWKDWSODQQLQJ
lessons to improve his reading and writing would be greatly enhanced if visuals were provided to
help him to grasp a new concept. This observation about the usefulness of visual supports
extended to the other students, as well. I found that ordering Scholastic News for my entire class
was one of the best teaching investments I made during the year. This resource provided short
and interesting articles with a lot of pictures as I described above when discussing Mary. I was
able to conduct mini lessons with the students using Venn Diagrams and comparison T-charts to
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help them comprehend the information. I also used this new knowledge about the importance of
visual support when developing a grading chart for the students to use in evaluating their
progress. It showed a mountain climber climbing up the mountain to achieve a score of 4 (i.e.,
advanced). Students could use the chart to compare a score they received on an assignment to the
chart. Both Karl and Cate greatly benefited from this poster and referred to it often when they
wanted to recheck classroom work before turning it in for grading.
A third area of discovery about students that I made through the LAP process that
continued to benefit my instructional planning was gaining insight into their particular interests. I
ZURWHWKLVUHIHUULQJWRP\VWXGHQW&DWH³,WLVLQWHUHVWLQJWKDW she relates strongly to books that
KDYHWRGRZLWKDQLPDOV´ (QWU\ ,SXWWKLVNQRZOHGJHWRZRUNE\ILQGLQJEL-weekly
books for her to read within her reading level that focused on animals. I also thought it would be
a unique motivational tool that I could use for her when we started our fairy tale writing project
DV,ZLOOH[SODLQQH[W,IRXQGRXWWKDW&DWH¶VIDPLO\IUHTXHQWO\ZHQWWR/DV9HJDVIRUVKRUW
YDFDWLRQVDQG&DWHUHDOO\HQMR\HGWKHWULSV-XVWEHIRUHWKLV\HDU¶VWULS&DWHKDGDVNHGif she
FRXOGWDNH*XV LHDVWXIIHGGXFNWKDWKDGDEDVHEDOOKDWZLWKWKHGXFN¶VQDPH*XVSULQWHGRQ
it) with her on her trip. Cate was the caregiver of Gus and just having him sit on her desk seemed
WRPRWLYDWHKHUWRZRUN,FRQVXOWHGZLWK&DWH¶VPRWKer and asked that she take some pictures of
Cate with Gus in Las Vegas. My idea was that Cate could then write a story when she returned.
This proved to be a highly effective way to motivate Cate to write a fairy tale and then present it
to our class later in the year. After many rough drafts and assisted typing modifications see
example below:
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Importance of ongoing dialog for student progress. I began to discover other important
changes occurring in my classroom after I implemented the LAP process. Analysis of my journal
revealed that one of the most critical things I discovered was the positive effect of ongoing
GLDORJEHWZHHQWHDFKHUDQGVWXGHQWVRQVWXGHQWV¶SURJUHVVLQDFTXLULQJOLWHUDF\VNLOOV,ZURWH
³7KH/$3VVHHPWREHWKDWRQJRLQJGLDORJXHEHWween the student, the teacher, and the parents
talking about progress ± QRWMXVWDVLQJXODUHYHQWZLWKQRLPPHGLDWHIHHGEDFN´ (QWU\ 
In essence, we were discussing progress that was or was not being made, and I was making
adjustments in my instructional methods when needed. This process compares to that more
typically found in schools where students take standardized assessments for a week and then wait
months for the results, means that this assessment information cannot be used to guide daily
instruction.
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I found that the discussion format embedded within many of the activities of the LAP
process, such as bi-weekly conferences encouraged ongoing communication between students,
parents, and all the adults working in the classroom environment. Conversations were taking
place in a continuous cycle throughout each day of the week between the students and the
teacher focused on LAP activities. These discussions concentrated on improving student work
that would be graded and then placed in student LAPs. In my reflective teaching journal I wrote
WKDW³,KDYHVSHQWDORWRIWLPHGXULQJVWXGHQWUHDGLQJDQGZULWLQJFRQIHUHQFHVWDONLQJZLWKWKHP
about the different aspects of their reading. Could this have made a difference? (Entry: 4/27/10).
It seemed the students responded well to feedback that helped them think through how they
completed their work, rather than just assigning a grade to it. Erickson, Hatch, and Clendon
 UHIHUWRWKLVDVSURYLGLQJLQIRUPDWLYHIHHGEDFNEHFDXVH³LWIRFXVHVRQXQGHUVWDQding how
WKHVWXGHQWDFFRPSOLVKHGWKHWDVNUDWKHUWKDQRQWKHILQDOUHVXOWVRIFRPSOHWLQJWKHWDVN´ S 
I believe that through these ongoing dialogs; the learning focus of the classroom began to change
from the emphasis on instruction more focused on having students complete their work to
instruction focused more on discussing what learning tools were used by students to improve
their completed work.
This continuous cycle of ongoing dialog clearly started to impact the learning
environment. Students were actively and regularly using strategies I taught them to help them
check their own work, such as using their personal dictionaries, asking adults for help, finding
spelling of words using various Internet websites (e.g., dictionary.com), and using writing
checklists. An added element of excitement became evident in the classroom when the emphasis
was placed more on how the students completed the work and what they had accomplished. I
ZURWH³«DPD]LQJ± ZHDUHZRUNLQJSDVWWKHPRUQLQJUHFHVVEHOO´ (QWry: 1/22/10). This entry
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was written after we began using Write Rights on a daily basis. I used Write Rights taken from a
companion website writinga-z.com which were short grammar practice sheets at the beginning of
each day. Each student in my classroom began their day by writing down the daily activities in
their individual student agendas following by this quick grammar activity. Each sheet was glued
LQWRLQGLYLGXDOVWXGHQWVSLUDOQRWHERRNV6WXGHQW¶VFRPSOHWHGWKHLUDVVLJQHG:ULWH5LJKWWKDWZDV
checked by myself for accuracy while at the same time having mini conferences with each
student reinforcing what they had learned and how they could find help if the teacher was with
another student using a variety of strategies (i.e., class grammar reference book, dictionary,
writing checklist). I wanted students to find ways to help themselves, which I believed, was
another step toward understanding themselves as learners.
These changes in the classroom also impacted my teaching practices. I found that I had to
make sure that I graded the Write Right sheets and returned them to each student by the end of
the day. It became very important to the students to compare their score with the mountain
climber poster (i.e., 4 for an advanced score at the top of the mountain) as discussed earlier.
Through this process, I began to see students wanting to improve their work. Similarly to the
SDUHQWV¶SHUFHSWLRQVGLVFXVVHGLQWKHSULRUVHFWLRQ,ZDVVHHLQJWKHVWXGHQWV¶PRWLYDWLRQWR
engage in literacy increasing and seeing them demonstrate an increased sense of self-efficacy. I
wrote in my journal the following long entry:
³0\VWXGHQWVQHYHUVHHPWRWDNHRZQHUVKLSRIWKHLURZQOHDUQLQJ,W¶VOLNHWKH\JRWR
school and complete their work but for some reason they feel they have no control on
how the work turns out. They measure their own performance on whether or not the
³EODQNVDUHILOOHGLQ´RUGRLQJWKHUHTXLUHG³QXPEHURIVHQWHQFHV´± then they turn it in
and forget it. They generally felt they had no control of the work they completed ± they
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FRXOGQ¶WLPSURYHLW± WKH\FRXOGQ¶WFKDQJHWKHLUJUDGHRUVFRUH8VLQJWKH/$3VVHHPHG
to change their perspective. I began to notice that my students seemed to be more
motivated when they looked at the work they had completed, the scores they received,
and I worked with them to look back at similar work samples so they could see the
difference (i.e., improvement). Our discussions are amazing. We discussed ways they
could improve their work and strategies they could use everyday. I was hoping for habits
to be formed. I was hoping to see them hesitate before they turned in their work trying to
recheck using strategies (i.e., writing checklist, spelling dictionaries). But the reflection
SDUWRQHYDOXDWLQJWKHLUZRUNZDVD%,*VWUXJJOH´ Entry: 4/15/10).
Power of reflection. Using the LAPs in the classroom directly impacted my instructional
decision-making. This process, combined with my teaching journal helped me reflect on a
continuously basis on what I was seeing in the classroom and helped me focus more on
LQGLYLGXDOVWXGHQW¶VUHDGLQJDQGZULWLQJQHHGV,IRXQGWKDWPDQ\WLPHV,ZURWHUHIOHFWLRQHQWULHV
that focused on ways I could enhance, change, or explore methods to teach my students specific
skills during the year based on what I¶GREVHUYHGGXULQJ/$3DFWLYLWLHV)RUH[DPSOHHDUO\LQ
WKHVWXG\,ZURWH³0D\EHWKLVLVDJRRGOHVVRQLGHD± WRVKRZKRZLPSRUWDQWUHDGLQJFDQEH´
(Entry: 12/17/09) after I found that many of my students had negative feelings toward the act of
reading and never seemed to understand why it was important. Another example was written
DIWHUDPXOWLVHQVRU\UHDGLQJOHVVRQZKHQ,ZURWH³,ZRQGHULIKDYLQJWKHVWXGHQWVFRQFHQWUDWHRQ
the spelling of words that we use for the key phonogram of the lesson would help them? I want
WRPDNHVXUHWKH\FDQDSSO\WKHQHZZRUGVLQWKHLUZULWLQJ´ (QWU\ 
It was clear, as reflected by my teaching journal, that I was concerned that skills I was
teaching needed to be practiced in other aspects of literacy, such as wULWLQJ,ZURWH³7KH
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phoneme drills are not being applied outside of the drill cycle. I want them to apply the isolated
skills when reading and writing sentences. With a stronger focus on skill application using
strategies and instruction ± will I see impURYHPHQW"´ (QWU\ 
Based on the LAP activities (e.g., reading conferences) I also found myself searching for
QHZZD\VWRPHDVXUHFRPSUHKHQVLRQ,DGGHGQHZUHWHOOLQJUXEULFVDIWHU,ZURWH³,ZDQWHGWR
add two forms for retelling both with fiction and nonfiction books. I like the scoring chart, the
DUHDIRUFRPPHQWVDQGWKHOHYHOFDWHJRULHVRIVNLOOVGHYHORSLQJDQGQHHGVZRUN´ (QWU\
2/1/10).
Everything we did in the classroom centered on the LAP activities, and I adjusted my
instruction to meet the needs of students as these became apparent through the various LAP
DFWLYLWLHV)RUH[DPSOHDIWHUD:ULWLQJ&RQIHUHQFHZLWKDVWXGHQW,ZURWH³,GHFLGHGWRFKDQJHD
portion of the form (Appendix J) to reflect the extended response portion of the reading
comprehension test that is connected with the book they are assigned. This will make a little
more sense for the students in this study and help me determine if they understood the book they
UHDG´ (QWU\ 
I continued my teaching journey throughout the study to find ways to teach students, too,
how to reflect on the work they had accomplished. Using a reflective teaching journal provided a
way to examine my teaching practice and the decisions I made. I discovered that it was also
important that my students develop the ability to reflect: that they were able to identify what they
had learned about their learning, and how this information and insight might help them beyond
the classroom environment. I knew that in order for them to take full ownership of their own
learning through reflection and the goal setting we did during the reading and writing
conferences, I needed to teach the art of reflection. This became one of my biggest teaching
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challenges. The LAP process provided repeated opportunities for both my students and myself to
practice reflection, as I describe below.
Toward the end of the school year and the study, we began to spend more time in class
having the students complete the Student Work Sample Comments for LAP (Appendix K). This
form was designed to prompt students to reflect on their literacy assignments. This was quite a
challenge because after implementing Literacy Assessment Portfolios, it became crystal clear
that my students did not understand, relate to, or like to participate in the art of written reflection.
Yet, learning about their own learning (i.e., strengths, areas of weakness) was an important goal
for my students, one that could facilitate their learning beyond my classroom to future
educational situations. My reflective journal entries began to focus more and more on ways to
teach students how to reflect on the work they had completed using a variety of strategies and
instructional lessons. My first journal reflection brainstorming ways to support students when
completing the three questions on the Student Work Sample Comments for LAP was as follows:
³:HKDYHZLWQHVVHGDORWRIOHDUQHGKHOSOHVVQHVV± when I ask the students to respond to
³KRZ,GLGWKLVSLHFH´± I want them to read the instructions and use some of the words
used in the instructions like define or explain to help them write up what they had to do.
2QWKHTXHVWLRQ³ZKDW,OLNHDERXWLW´± they seem to have an easier time answering it in
writing. When trying to answer ± ³ZKDW,ZLVK,FRXOGFKDQJH DERXWLW´± it seems to be
the toughest one to answer. We have to make time to explain how to answer the
TXHVWLRQV´ (QWU\ 
I knew that I needed to find some strategies that would help my students reflect on their
work and complete their Student Work Sample Comments for LAP. One thing I had noticed was
that students were struggling to find words to use when completing the form, and I wrote in the
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MRXUQDOWKDW³,GHFLGHGWRPDNHDUHJXODUVWUDWHJ\RIXVLQJDSRVW-it note to provide words that
we talk about as a word bank they can use when writing a story or a response. It worked very
ZHOO,QIDFWLWVHHPHGWRRSHQXSWKHZRUOGIRUWKHP´ (QWU\ ,WVHHPHGWKDWP\
students needed a word bank (i.e., list of words) that they could use to construct sentences when
answering a question about their work.
I determined that my students needed some additional help in learning self-reflection.
After consulting colleagues and professional materials, I found a graphic organizer called a Y
chart thDWVHHPHGDVLILWPLJKWEHDQHIIHFWLYHWRROWRDLGP\VWXGHQWV¶UHIOHFWLRQRQWKHLUZRUN,
ZURWHLQP\MRXUQDO³,PD\XVHDJUDSKLFRUJDQL]HUFDOOHGD<FKDUW,ZLOOXVHLWWRKHOSP\
students brainstorm their ideas around three dimensions: what a particular topic or situation looks
like, sounds like, and feels like with the goal of facilitating critical thinking and problem solving.
:RXOGWKLVZRUNRULVLWWRRFRPSOLFDWHG"´ (QWU\ ,GHFLGHGWRILUVWPDNHDOHVVRQSODQ
focused on using a Y chart to explore the idea of the art of active listening as a way to teach use
of the chart. I also involved our speech and language therapist to help facilitate the lesson. My
lesson became quite interesting because students loved to act out the behavior RIµDFWLYH
OLVWHQLQJ¶7KHQH[WGD\ZHKDGDOHVVRQDERXWWKHSXUSRVHRIUHIOHFWLRQ,ZURWH³,ZDQWHGWR
help my students understand the purpose of reflection by linking it to planning and/or goal
setting. I gave each student a Y chart and had them answer the following three questions: (a) how
was this lesson done, (b) what did you like about it, (c) what changes would you suggest for
IXWXUHOHVVRQV´ (QWU\ :HUHDGDScholastic News article about tornadoes and then
completed a Y chart together on the whiteboard. Each student copied the completed chart and
placed it in their LAPs. Students seemed to appreciate having the opportunity to reflect on a
lesson facilitated by the teacher. I found that they shared good input on how I could improve the
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lesson. One of the students asked that we get some books from the library about tornadoes. We
posted the Y Chart about active listening on the bulletin board so I could refer to it when students
were completing their Student Work Sample Comments (Appendix K) attached to each one of
their work samples they placed in their LAPs. Students never had a chance during the rest of this
year to develop Y charts independently.
Reviewing my journal entries clearly illustrated that early in the study my students
appeared to have many negative feelings toward reading and did not seem to see themselves as
KDYLQJDQ\DJHQF\7KDWLVWKH\GLGQ¶WVHHPWRXQGHUVWDQGWKDWWKHLUHIIRUWVFRXOGPDNHD
difference in the outcome of their literacy products. I found this emotional response and the
VWXGHQWV¶PRWLYDWLRQDQGDELOLW\WRVXVWDLQWKHLUHIIRUWEHJDQWRFKDQJHRYHUWKHFRXUVHRIWKH
VWXG\FRPPHQWLQJLQP\MRXUQDODIWHUUHYLHZLQJDZULWLQJSURMHFWWKDWZDVSODFHGLQDVWXGHQW¶V
/$3³,KDYHQRWLFHGWKDWWKHVWXGHQWVUHDOO\strive to improve their grades based on the
beginning steps through advanced scoring criteria. They have asked to redo work or correct it for
DEHWWHUJUDGH´ (QWU\ ,UHIOHFWHGLQDMRXUQDOHQWU\LQ$SULOWKDWWKHVWXGHQW¶V
emotional response to reading and writing had begun to change. They seemed to have acquired a
new sense of confidence in their own abilities to improve their literacy skills:
This is the first year I have used the reading and writing conference format on a biweekly basis with the LAPs. I have noticed throughout this process that all of my
students have greatly benefited from the one-on-one support and the discussion portion of
the conferences. Reading seems to have become something the students feel they could
fix by just wRUNLQJRQGLIIHUHQWVWUDWHJLHV7KLVFKDQJHGUHDGLQJIURPEHLQJ³VRPHWKLQJ,
FDQ¶WGR´WR³VRPHWKLQJ,FDQIL[´,WZDVQRWDSHUVRQDOWKLQJWRIHHOEDGDERXWDQ\PRUH
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because they could see their improvement and discuss things they could do to improve
their reading and writing skills. (Entry: 4/12/10).
Literacy Assessment Portfolio student database. This database system was developed
WRVHWXSDZD\WRDQDO\]HLQIRUPDWLRQWDNHQIURPHDFKVWXGHQW¶V/$3VXFKDVEL-weekly reading
and Writing Conference for Reading Responses, informal reading assessments (i.e., retelling
rubric, multiple-choice test, reading analysis), and writing project conferences with both writing
DQGSUHVHQWDWLRQUXEULFUHVXOWV,VHWLWXSWRNH\LQHDFKVWXGHQW¶VQDPHWKHGDWHRIWKHZork to
be examined, the month the work was completed, the area of literacy (i.e., reading, writing, word
study), the assignment (i.e., nonfiction and fiction conferences, written book response
conference, homework, writing prompt, spelling sort, Write Rights, the score that was obtained
on the student work, the proficiency rating (i.e., beginning steps, nearly proficient, proficient,
advanced), and a comment area. Then I set up index tabs with more detailed information
pertaining to the various assignments DVZHOODVDVFDQQHGLQFRS\RIWKHVWXGHQW¶VZRUN7KLV
system allowed me to sort scores, reading or writing goals, and scores on the reading analysis. It
SURYHGWREHDXVHIXOWRROE\DOORZLQJPHWRVKRZSDUHQWVWKHLUFKLOG¶VVFRUHVUHODWHGWRYDULRXV
assessments and work samples. Although it was not fully implemented during the study, I used it
as a source to review data to find areas of strengths as well as areas of weakness. It also gave me
another resource to pull information from in order to add to a VWXGHQW¶V,(3DQGRUFRPSOHWH
student progress reports. It was readily available when making instructional decisions as to
whether or not continue a strategy or to pinpoint skill deficiencies and develop mini lessons to
reteach skills that needed reinforcement. My educational assistant also used the database system
to determine the title of books each student had already read to prepare materials for the next biweekly reading cycle and to find comprehension scores of prior testing.
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Chapter 5
Discussion
This study was designed on the premise that using an alternative assessment (i.e.,
classroom-based literacy assessment portfolios) combined with information from formal and
informal assessments could provide more comprehensive LQIRUPDWLRQDERXWVWXGHQWV¶literacy
progress than using only standards based assessments. Legislative mandates that have taken
place within this decade have increased pressure on special education teachers to focus their
instruction on helping their students work toward proficiency on standardized tests. It remains
YHU\LPSRUWDQWWKDWWHDFKHUVFRQGXFWUHOHYDQWDQGPHDQLQJIXODVVHVVPHQWVRIVWXGHQWV¶SURJUHVV
and use those results to select evidence-EDVHGVWUDWHJLHVWRPHHWLQGLYLGXDOVWXGHQWV¶QHHGV<HOO
et al. (2006), for example, UHPLQGHGXVWKDW³WHDFKHUVQHHGWRFROOHFWPHDQLQJIXOGDWDRQWKHLU
VWXGHQWV¶SURJUHVVWRHQVXUHWKDWWKHLULQVWUXFWLRQDOSURJUDPVDUHZRUNLQJDQGWRPDNHDFFXUDWH
GHFLVLRQVUHJDUGLQJZKHQSURJUDPPDWLFFKDQJHVPXVWEHPDGH´ S 6WDQGDUGL]HGWHVWVFRUes
and curriculum-based measurement scores used on report cards are information typically
SURYLGHGWRFKDUDFWHUL]HVWXGHQWV¶DFKLHYHPHQW+RZHYHUVSHFLDOHGXFDWRUVFRQWLQXHWRIDFHWKH
challenge of communicating the results of these scores, which are statistics-based and difficult
IRUSDUHQWVWRXQGHUVWDQG7KHLUFKLOG¶VLQGLYLGXDOSURJUHVVLVRIWHQKLGGHQLQQXPHULFDOGDWDWKDW
FRPSDUHVWKHLUFKLOG¶VSURJUHVVZLWKWKDWRIKLVRUKHUJHQHUDOHGXFDWLRQSHHUV
In contrast to standards-based assessment, classroom-based portfolios could prove to be a
useful tool to document the academic progress of students identified with disabilities and to
provide teachers with the information they need to plan and implement effective instruction.
Quite often when working with students identified with disabilities progress is made in small
incremental steps. Frequently, we repeat steps and use multiple strategies and modifications to
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support those steps. Carothers and Taylor (2003) stated that a portfolio could be a useful tool for
VWXGHQWVLGHQWLILHGZLWKGLVDELOLWLHVEHFDXVH³WKH\DOORZIRUWKHFROOHFWLRQDQGFRPPXQLFDWLRQRI
DXWKHQWLFGDWDDFURVVDYDULHW\RIVNLOODUHDVDQGVHWWLQJV´ZKLOHVXJJHVWLQJWKDWSRUWIROLRVFRXOG
help recognize the new skills that emerge (p. 122). Standardized assessments generally do not
provide sufficient information to guide day-to-day instruction. Portfolios could help enhance a
WHDFKHU¶VDELOLW\WRUHFRJQL]HZKHQQHZVNLOOVDUHHPHUJLQJDQGWKLVFRXOGEHTXLWHEHQHILFLDOWR
planning and providing instruction. Data need to be collected and used on a more frequent basis
in order to make accurate and timely decisions regarding curriculum modifications. Using a
SRUWIROLRFRXOGSURYLGHDQHIIHFWLYHWRROIRUPHDVXULQJDVWXGHQW¶VSURJUHVVWKDWZRXOd
complement the required standardized assessments while also providing parents with the
information needed to help their children be more successful.
Based on a case study design within the naturalistic paradigm, this study captured the
experiences of three students, their parents, and a special education teacher when the process of
XVLQJDOLWHUDF\DVVHVVPHQWSRUWIROLRZDVLPSOHPHQWHGLQWKHVWXGHQWV¶VSHFLDOHGXFDWLRQ
classroom. In the following sections I will discuss what these experiences revealed by discussing
the major findings from the study and implications for practice and future research.
Discussion of Findings
When striving to use assessment to guide instruction, teachers have used portfolios in
their classrooms in hopes of documenting and assHVVLQJWKHLUVWXGHQWV¶SURJUHVV([SHUWVLQ
SRUWIROLRDVVHVVPHQWKDYHZULWWHQWKDWFODVVURRPSRUWIROLRVFDQEH³DPLUURURIFXUULFXOXP
LQVWUXFWLRQDQGDVVHVVPHQWSUDFWLFHV´ :LHQHU &RKHQS %\FRQWLQXRXVO\
examining this mirror, teachers can discover ways to change their instruction and refine their
assessment practices building individualized curriculums for their students. The outcomes of this
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case study using Literacy Assessment Portfolios (LAPs) with students identified with disabilities
included the following positive results for students: (a) their reading skills improved; (b) their
attitudes toward academic reading improved; (c) they became aware of their own reading/writing
needs and behaviors; (d) they self-evaluated their own progress; and (e) they demonstrated
increased confidence in their reading abilities, as evidenced in their literacy goals (i.e., selfefficacy).
Outcomes for students. The first positive outcome for participating students was that
their formal reading assessment data demonstrated clearly that their reading skills improved
during the school year after implementing Literacy Assessment Portfolios (LAPs). This was an
increase in reading skills improvement from prior years for both Mary and Cate. Although I
cannot say definitively that the process of using LAPs caused this improvement in reading skills,
this process appeared to positively impact student achievement. Specifically, each participating
student made substantial gains in reading levels across the year not only quantitatively but
qualitatively through measures of attitude and parent observations. Karl worked his way up from
a first grade reading level to reading third grade level books. Mary also gained a year in reading
level, as per the results of her formal assessments, moving from a second grade reading level to
within the proficient range for the third grade after the LAP process (i.e., the focus on gathering
LQIRUPDWLRQ ZDVLPSOHPHQWHG&DWH¶VIRUPDOUHDGLQJDVVHVVPHQWVDOVRVKRZHGLPSURYHPHQW
she gained over a year improvement in her reading skills.
$VHFRQGSRVLWLYHRXWFRPHZDVLPSURYHPHQWLQDOOWKUHHVWXGHQWV¶DWWLWXGHVWRZDUG
academic reading as demonstrated by their responses on the Elementary Reading Attitude
Survey. Two of the students showed improvement in their attitudes toward recreational reading;
one student scored in the 11th percentile for both December and May assessments (so showed no
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improvement in attitude in this area). However, this same student went from the 58th percentile to
the 70th percentile in his attitude rating toward academic reading.
7KLVSRVLWLYHFKDQJHLQDWWLWXGHZDVDOVRIRXQGZLWKLQWKHVWXGHQWV¶/$3UHIOHFWLRQ
letters. Karl had initially written a statement in the beginning of the year describing his reading
skillVZKHQKHZURWH³,VORZGRZQDQG,JHWEHWWHU´7KLVFKDQJHGLQKLVODWHU/$3UHIOHFWLRQ
OHWWHUZKHQKHZURWH³,P>sic@IHHOJRRGDVDUHDGHU,IHHO,DPDIDVWHUUHDGHU´7KLVZDVWKH
VDPHIRU0DU\ZKHQVKHZURWHDVKRUWUHIOHFWLRQDERXWWKH/$3³,Wshows how we read and
ZULWH´EXWKHUIHHOLQJVDERXWUHDGLQJFKDQJHGDVVKRZQLQKHU0D\UHIOHFWLRQZKHQVKHZURWH
³:KHQ,UHDGDERRN,IHHOSHUVRQDO:KHQ,UHDG,IHHOJRRG:KHQ,UHDG,IHHOFRQILGHQW´7KLV
was clearly not the insecure reader I observed when Mary started the school year. Cate
demonstrated the same type of changes in her attitudes toward reading. She wrote in the
EHJLQQLQJRIWKH\HDU³,ZRQWWRUDGDQGULWEHWUH´PHDQLQJ³,ZDQWWRUHDGDQGZULWHEHWWHU´
She later wrote in her May rHIOHFWLRQ³,IHHODVDUHDGHU,IHHOJRRGDERXWUHDGHU´$JDLQ,
cannot definitely say that the implementation of LAPs was the deciding factor for this change in
WKHVWXGHQWV¶IHHOLQJVDERXWUHDGLQJDQGZULWLQJEXWVWXGHQWV¶DWWLWXGHVWRZDUGERWKZHUHFlearly
more positive after participating in the LAP process.
A third positive outcome observed was that students became more aware of their own
reading/writing needs and behaviors. During the initial assessment cycle, students exhibited
reading behaviors such as a lack of confidence, at times quite debilitating concerns about
pronouncing words incorrectly, selectively skipping words when reading aloud, and completing
assignments without meaningful participation. Using LAPs in the classroom appeared to have
made some positive changes in their reading and writing behaviors. During the LAP final
assessment cycle, behaviors were noted that demonstrated increased confidence, more
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willingness to take risks when selecting books to read, and even an awareness that they needed to
improve their fluency. Karl was clearly inspired to read more difficult books, as shown in his last
bi-weekly book selection when he wanted to learn about magnetism. His book selection
happened to be a year higher than his independent reading level and in a more challenging genre
(i.e., nonfiction).
The LAP process gave students the opportunity to review and evaluate their work,
allowing them to see the progress they were making. Karl also began to understand through this
process that faster reading was a goal he needed to accomplish, and he was able to tell his mother
what he was doing to improve his fluency. Mary also showed an increase in her confidence about
reading as illustrated when she brought a friend into our classroom asking that I give a Reading
Counts chart to her friend. She wanted her friend to read the required books to win a t-shirt from
the librarian just like she was accomplishing.
Cate also showed more confidence after working with the LAP process. When Cate
began to reflect on her work samples for the LAP, she demonstrated that she understood how to
LPSURYHKHUVNLOOVVXFKDVZKHQVKHVWDWHG³,ZDQWWREHJRRGDWUHDGLQJ´³ZULWHQLFHU´DQG
ZKHQVKHZDVYHU\SOHDVHGZLWKDZRUNVDPSOHVKHVWDWHG³,NQRZPRUHZRUGV´ This was a big
step for Cate because just the year before she was not given the opportunity to evaluate her own
work and discuss things she needed to do to improve her work. When I asked Cate if she thought
KHUZRUNKDGJRWWHQEHWWHURUZRUVHVKHVDLG³%HIRUHP\ZRUNZDVQ¶WQHDWQRZ,¶PLQWKHILIWK
JUDGHDQGLW¶VQHDWHU´
A fourth positive outcome observed was that students actively participated in the LAP
process by self-evaluating their own progress. This may indeed be the most important outcome
because once a student learns how to control his or her own learning process they do not have to
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be pushed to learn. That empowerment creates a strong desire to learn. The LAP process allowed
students to evaluate their own strengths and weaknesses while also encouraging them to develop
some abilities needed to become more independent and self-directed learners. After initially
REVHUYLQJWKHVWXGHQWV¶ZRUNEHKDYLRU,ZURWHLQP\UHIOHFWLYHWHDFKLQJMRXUQDO³7KH\JHQHUDOO\
felt they had no control of the work they completed ± WKH\FRXOGQ¶WLPSURYHLW± WKH\FRXOGQ¶W
FKDQJHWKHLUJUDGHRUVFRUH´+RZHYHUWKLVVHQVHRIKHOSOHVVQHVVFKDQJHGZKHQVWXGHQWVEHJDQ
to develop their own LAPs. Doing so required each student to become a decision maker by
selecting pieces of their work to include in their LAPs and self-evaluating each piece they
selected. Assessment was no longer limited to grades or the red marks their teacher placed on
their papers. Going through this process, students began to recognize their own academic
successes and skill areas where they could improve. This finding supports that of Barootchi and
.HVKDYDU]  ZKRIRXQGWKDWSRUWIROLRDVVHVVPHQWFRQWULEXWHGWR()/OHDUQHUV¶DFKLHYHPHQW
DQGDOVRFRQWULEXWHGWRWKH()/VWXGHQWV¶IHHOLQJVRIUHVSRQVLEility toward monitoring their
progress. Benson and Smith (1998) also found that after using portfolio assessments in their first
grade classroom with students without disabilities, students were able to self-assess their own
literacy skills, also giving teachers an increased awareness of each student¶VOLWHUDF\JURZWK
The LAP process allowed also Cate to express herself in a comfortable way and to assess
her own learning and growth as a learner. During the first LAP conference with parents, Cate
was asked to evaluate an assignment that was placed in her LAP. She noticed that it was a
writing assignment where she had chosen to copy words from a book rather than using her own
ZRUGVUHVXOWLQJLQDORZHUJUDGH&DWHVKDUHGKHUGLVDSSRLQWPHQWE\VD\LQJ³,GRQ¶WOLNHLW,W
KDVDIURZQRQLW´$OWKRXJKDWWLPHVLWVHHPHGDVWKRXJK&DWHWULHGHYHU\WKLQJWRDYRLG
completing an assignment, toward the end of the year she clearly wanted to receive good grades
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RQWKHZRUNVKHKDGFRPSOHWHG&DWH¶VPRWKHUDOVRQRWLFHGWKLVFKDQJHLQ&DWH¶VPRWLYDWLRQWR
obtain a better grade after Cate had shared some of her completed work with her mother during a
/$3FRQIHUHQFH&DWH¶VPRWKHUVWDWHG³7KDWLVUHDOO\ELJWKDWVKHXQGHUVWDQGVWKHGLIIHUHQFHLQ
JUDGLQJ´7KLVZDVFHUWDLnly a profound change for Cate because just the year before she had a
great deal of difficulty completing most of her work. This year she not only wanted a higher
score but also insisted on fixing some of her work to achieve that goal.
When Karl began to judge the quality of his work (i.e., self-evaluation) he appeared to
become intrinsically motivated to complete his work and to also use a variety of strategies (i.e.,
writing checklists, personal dictionary) to improve the quality of his work before he turned the
work in for grading. After participating in the bi-weekly reading and Writing Conference for
Reading Responses which became a continuous re-teaching exercise to remind students to use
strategies that could improve the quality of their work, Karl began taking more time before he
turned in his work for grading. This result of improving his work became a sense of pride for
him that is similar to Thompson and Baumgartner (2008) findings. In their study working with
students who were identified with disabilities or recognized as at-risk, they reported from that
WHDFKHUVSHUFHLYHGWKDW³VWXGHQWVZRUNHGKDUGHURQFHUWDLQSRUWIROLRDVVLJQPHQWVDQGDFWLYHO\
FKRVHSDUWLFXODUDUWLIDFWV´ S 
As discussed earlier, participating in the bi-weekly reading and Writing Conference for
Reading Responses also became re-teaching exercises that reminded Mary to use strategies to
help her improve her work and to then practice the art of evaluation through reflection. During a
writing conference when she was evaluating an assignment she had turned in, Mary clearly
DUWLFXODWHGZD\VVKHFRXOGLPSURYHKHUZRUNE\VKDULQJWKHVHVWDWHPHQWV³,FDQZULWHPRUH´
³&KHFNLQJP\ZRUNDQGUHDGLQJLWWRP\VHOI´DQG³&RXOGDGGPRUHGHWDLOV´,QHVVHQFH0DU\
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became aware of both her strengths and weaknesses as a learner. She learned how to evaluate her
work and then use a variety of strategies to make her own improvements. Barootchi and
Keshavarz (2002) also found that using non-traditional assessments (i.e., portfolios) in
conjunction with more traditional teacher-made assessments allowed for more practical and
accurate evaluations of student performance. Not only did these findings indicate that portfolio
DVVHVVPHQWFRQWULEXWHGWRWKH()/OHDUQHUV¶DFKLHYHPHQWEXWLWDOVRFRQWULEXWHGWRWKHVWXGHQWV¶
feelings of responsibility toward monitoring their own progress (Barootchi & Keshavarz).
Similarly, the ongoing Writing Conference for Reading Responses embedded within the LAP
process gave Mary options and the confidence that she could improve her work while monitoring
her own progress.
:LHQHUDQG&RKHQ  DVVHUWHGWKDW³5DUHO\DUHXQVXFFHVVIXOUHDGHUVDQGZULWHUV
motivated to improve; rarely, if ever, do poor-achieving students think of literacy development
as being a high persRQDOSULRULW\RIDQ\EHQHILWLQWKHLUOLYHV´ S )RU&DWHKHURZQOLWHUDF\
development became a higher priority when she could see a writing project that she could not
only relate to but also feel she could successfully accomplish. Clearly, Cate did not like to write
and became a master in the art of avoidance. Although she fully understood that she needed to
use strategies (i.e., personal dictionary, best handwriting skills), the idea of placing her creative
thoughts into written form overwhelmed her. I used word banks on post-it notes and extensive
dictations to help her get excited about a writing assignment, but it was always a struggle for her
to write. This changed for Cate when our class began a fairy tale writing project. You could see
that Cate seemed to learn more when she was interested in what she was learning.
Ezell, Klein & Ezell-Powell (1999) working with students with intellectual disability (ID)
also found that portfolios positively affected student outcomes. Students in this study learned
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PRUHZKHQWKH\KDGDQLQWHUHVWLQZKDWWKH\ZHUHOHDUQLQJ,Q&DWH¶VFDVHWKHIDLU\WDOHZULWLQJ
project was the one assignment on which she truly worked hard using all the strategies available,
completed the assignment, and felt that she had accomplished something big. When I asked her
GXULQJWKHFRQIHUHQFHZKDWVKHOLNHGEHVWDERXWWKHZULWLQJSURMHFWVKHVDLG³,JRWWRPDNHXS
P\RZQVWRU\´2QHELJIDFWRUIRU&DWH¶VHQWKXVLDVPZDVDOVRWKDWWKHVHWWLQJRIKHUIDLU\WDOH
was Las Vegas, a place where her family vacationed yearly. Cate found purpose in writing her
fairy tale project rather than just completing an isolated skill that she felt had no immediate
outcome. Similarly, Karoly and Franklin (1996) found when using a portfolio process with a
student diagnosed with severe behavior problems that he performed his work at a higher level
when he could see that his work had a purpose or he was producing a product
Many students never develop an attitude that they are responsible for their own learning
(i.e., take ownership of their learning) although they acknowledge that they have to complete the
work tasks (Wiener & Cohen, 1994). This observation may explain why many of my students
frequently completed assignments by quickly filling in the blanks and turning them in for
grading without giving the task a second thought. However, when working through the LAP
process, students in this study were challenged to reflect on the work samples that they had
quickly completed and so began to realize that they could improve the quality of their work by
using a variety of strategies and/or simply taking more time. This certainly seemed to encourage
students to take more control of their learning.
A final positive outcome seen for participating students was that by participating in the
LAP process, students increased their confidence toward reading and writing which became
HYLGHQWLQWKHVWXGHQWV¶JRDOV([SHULHQFLQJWKH/$3SURFHVVVHHPHGWRKHOSVWXGHQWVXQGHUVWDQG
that they could attain their goals of becoming better readers and writers (i.e., increased their self-
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HIILFDF\ .DUO¶Vgoals, for example, began to change from focusing on something simple and
FRQFUHWH HJ.DUO¶VJRDOWRWDNHPRUHWLPHWRFRPSOHWHKLVWDVNV WRJRDOVIRFXVHGRQPRUH
complex processes HJ.DUO¶VJRDOWROHDUQWRPDNHFKDQJHVWRKLVZRUNWRLPSURYHLWVTXDOLW\ 
Mary wanted to spend more time in general education and understood that she needed to work
hard improving her reading and writing to do so. During her transition IEP into middle school,
0DU\DWWDLQHGKHUJRDODQGZURWHKHUILQDOVHQWHQFHLQKHU0D\/$3UHIOHFWLRQ³,DPFRQILGHQW
DERXWP\ZRUN´&RQILGHQFHZDV0DU\¶VELJJHVWDFFRPSOLVKPHQW6KHFRXOGQRZVHHKHU
accomplishments and took control of her learning.
It became cleDUWKDW&DWH¶VELJJHVWPRWLYDWRUZDVDWWHQGLQJSDUHQWVWXGHQW-led LAP
conferences with her parents. This finding supports that of Ezell et al. (1999) that when using
portfolios as a form of assessment, students with ID appeared to be eager to share their
accomplishments with their peers and others outside the classroom and were more willing to
strive for better quality of work. In the current study, Cate knew that during the parent/studentled LAP conferences she would have to read a work sample of her choice in front of her parents
and talk about how she improved her work. Cate attended her first LAP conference determined
to show her parents how she improved her work. Her father seemed happy after Cate showed
him one of her work samples where she improved her score by correcting her work and adding a
IHZPRUHVHQWHQFHV&DWH¶VIDWKHUVWDWHG³6KHVHWKHUPLQGWRLWVKHFDQDFKLHYHZKDWHYHUVKH
ZDQWV´
7KLVFDVHVWXG\GHPRQVWUDWHGWKDWWKH/$3SURFHVVFDQDZDNHQWKHVWXGHQWV¶GHVLUHVWR
improve their literacy skills and increased their confidence about becoming better readers and
ZULWHUV,WLVDOVRSRVVLEOHWKDWWKHSURFHVVDOORZHGVWXGHQWVWRVHHHDFKRWKHU¶VSURJUHVV± to see
how their peers succeeded. Although it may not be as influential as actual experience, witnessing
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their peers succeed may have created a vicarious experience for each student, increasing their
belief that they, too, could make progress (i.e., if they can do it, I can do it as well). This finding
is similar to that of Ezell et al. (1999) who noted that through the continuous practice of setting
goals, making decisions and choices through the process of self-reflection and self-assessment,
students demonstrated more control of their learning.
Outcomes for parents. Through qualitative analysis of parent interviews, three positive
outcomes for parents emerged: (a) SDUHQWVQRWRQO\ZDQWHGWREHWWHUXQGHUVWDQGWKHLUFKLOG¶V
progress in the area of literacy development, they were willing to provide home and private
tutoring; (b) parents¶ expectations of what their children could achieve changed after the LAPs
process beganDQG F SDUHQWVSHUFHLYHGFKDQJHVLQWKHLUFKLOGUHQ¶VPRWLYDWLRQVHOI-awareness,
and self-efficacy.
In the initial interviews parents expressed their frustration toward the limited
communication they felt schools had provided in prior years in reference to how their children
were progressing. When the schools shared progress, parents felt the methods used were both
limited and confusing (e.g., the scoring systems used). Methods shared were commonly
summative forms of assessment that showed their children performing below standards or below
average. This finding was similar to that of Ezell et al. (1999). These researchers found that
parents of children with ID in their stXG\ZDQWHGXVHIXOLQIRUPDWLRQDERXWWKHLUFKLOG¶VSURJUHVV
shared with them and did not think that formal assessments such as tests accomplished that goal.
Similar parental concern was affirmed in this study when the interviews revealed that parents
clearl\ZDQWHGPRUHVSHFLILFLQIRUPDWLRQDERXWWKHLUFKLOGUHQ¶VSHUIRUPDQFHLQHDFKFRPSRQHQW
RIOLWHUDF\GHYHORSPHQW$VRQHSDUHQWLQWKLVVWXG\UHYHDOHG³«,NQRZQRWHYHU\ERG\FDQGR
VWXII,MXVWZDQWWRNQRZZKDWKH¶VFDSDEOHRIGRLQJ´3DUHQWVQRWRQO\ZDnted to receive
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LQIRUPDWLRQDERXWWKHLUFKLOG¶VOHDUQLQJVW\OHGHWDLOHGSURJUHVVUHSRUWVZRUNVDPSOHVWRFRPSDUH
progress, and visual graphs showing growth, they wanted to support the educational progress of
their children even if that support involved hiring private tutors or spending more time at home
reading with their children. Clearly, parents in this study wanted to understand the progress their
children were making and to be involved when it came to helping their children make progress.
Another positive outcome IRXQGLQWKLVVWXG\ZDVWKDWSDUHQWV¶H[SHFWDWLRQVRIWKHLU
children began to change after the LAP process began. After having experienced a LAP
FRQIHUHQFHZLWKWKHLUFKLOGUHQSDUHQWVEHJDQWRVKDUHGXULQJFRQIHUHQFHVKRZWKHLUFKLOGUHQ¶V
literacy progress was beyond their initial expectations. They observed the type of activities and
the amount of work their children had accomplished during the year. The parents suggested that
the most profound change in their expectations occurred during the parent/student-led LAP
conferences when they witnessed their children explain how they had completed their work and
WKHSURJUHVVWKH\ZHUHPDNLQJ2QHVWXGHQW¶VPRWKHUVWDWHG³,NQRZWKDWKHURZQSHUVRQDO
SURJUHVVLVPRYLQJIRUZDUG´ZKLOHDQRWKHUVWXGHQW¶VIDWKHUVKDUHG³,ZRXOGVD\ZH¶YHJRW
GHWDLOHGFRQWHQWWKDWDOORZHGXVWRQRWRQO\VHHZKHUHVKH¶VDWEXWPHDVXUHKHULPSURYHPHQWV´
Parents also shared their enthusiasm about the amount of student work the LAP
contained, the enthusiasm they witnessed in their children, and how much progress their children
were making. The participating students seemed eager to select their work samples to go into
their LAPs and then share their accomplishments with their parents during the parent/student-led
LAP cRQIHUHQFHV7KLVHDJHUQHVVZDVDOVRIRXQGLQ(]HOOHWDO¶V  VWXG\7KHVHUHVHDUFKHUV
stated that parent and teacher conferences became something that one parent described as an
exciting activity for her daughter.
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During the parent/student-led LAP conferences in this study, parents made comments
VXFKDV³<RXZURWHDOOWKDW´<RX¶YHEHHQEXV\\RXGLGDORWRIZRUN´DQG³0RUHVRWKDQODVW
\HDUWKDQDQ\RWKHU\HDU´2QHIDWKHUHYHQVKDUHGDIWHUVHHLQJWKHLQFUHDVHGSURJUHVVKLV
daughter made in the aUHDRIUHDGLQJFRPSUHKHQVLRQ³<HDK,JRWWDVD\WKLVSDVWIHZPRQWKV
UHDOO\VKH¶VLW¶VEHHQOHDSVDQGERXQGVWKHZD\VKH¶VFRPSUHKHQGLQJDQGDUWLFXODWLQJWKLQJV´
&RPPHQWVVXFKDVWKRVHDERYHFOHDUO\UHIOHFWDFKDQJHLQSDUHQWV¶SHUFHSWLRQVRIWKHLU
chilGUHQPRYLQJIURPSULPDULO\VHHLQJWKHFKLOGUHQ¶VSUREOHPDUHDVWRUHFRJQL]LQJWKHLU
strengths. This change in perception was also noted by Campbell et al. (2001). When working
with a family focused portfolio, caregivers in their study were required to collaborate with
parents before they developed their post-story describing a student in the daycare facility.
5HVHDUFKHUVIRXQGWKDW³FDUHJLYHUVLQFOXGHGDVLJQLILFDQWO\KLJKHUWRWDOQXPEHURIVWUHQJWKVbased themes in their post-stories than in their pre-stoULHV´ S 7KHFDUHJLYHUVSHUFHSWLRQV
DERXWGLVDELOLW\JHQHUDOGHVFULSWLRQVRIWKHFKLOGFRQWH[WRIWKHFKLOG¶VEHKDYLRUDQGFKDQJHVLQ
WKHFKLOG¶VOHDUQLQJDQGSHUIRUPDQFHFKDQJHGDVGHPRQVWUDWHGLQPRUHVWUHQJWK-based statements
in the post-stories than in their pre-VWRULHV8VLQJWKHSRUWIROLRVVHHPHGWRKHOSWKHFKLOGUHQ¶V
caregivers increase their expectations for the children they were working with in a daycare
environment. Parents in the current study also began to recognize that their children were
capable of learning more than the parents had imagined. This gave the parents hope, and this
hope seemed to increase their expectations of what the children could accomplish in the future
after participating in the LAP process.
A third positive outcome found in this study was that parents began to see changes in
WKHLUFKLOGUHQ¶VPRWLYDWLRQWRZDUGOHDUQLQJZKLFKOHGWRHYLGHQFHRIWKHLUFKLOGUHQEHOLHYLQJLQ
their own competence (i.e., self-efficacy). During the parent/student-led LAP conferences,
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pDUHQWVXVHGPDQ\ZRUGVWRGHVFULEHWKHLUFKLOGUHQ¶VEHKDYLRUDIWHUH[SHULHQFLQJD/$3
conference, such as pride, driven, ambition, and interested. One parent, for example, felt that the
/$3SURFHVVJDYHKHUVRQWKHLQFHQWLYHWROHDUQRQKLVRZQ³«DOOKHGoes is ask questions and
WKHEDVLFTXHVWLRQZK\WKLVLVKDSSHQLQJDQGZKDW¶VWKDW\RXNQRZKRZGRHVLWZRUN"´7KLV
SDUHQWDOVRVKDUHG³«WRUHDFKDJUHDWJRDO\RXKDYHWRKDYHOLWWOHVWHSVDQGOLWWOHVWHSVDUH
PRWLYDWLRQ´ Students were motivated to show their parents the work they had completed. Ezell
et al. (1999) also found that parents perceived that their children left portfolio conferences fully
motivated to improve their work and to practice for the next portfolio conference. These
researchers reported that after using portfolios, students in their study appeared to be more
motivated to learn.
Cate provides an example of this increased motivation and confidence. She arrived at
both parent/student-led LAP conferences feeling confident because it was clear that she
understood she would share her LAP with her parents, read a document that she picked out, and
WDONDERXWKRZKHUZRUNZDVSURJUHVVLQJ,QIDFW&DWH¶VIDWKHUQRWLFHGVRPHWKLQJQHZDERXWKLV
GDXJKWHUDQGVKDUHG³6KH¶VGULYHQQRWKLQJZLOOVWRSKHU´7KHSDUHQWVWXGHQW-led LAP
conferences allowed Cate to actively participate by sharing her progress using her LAP as her
documentation to show her parents what she had achieved. This study showed that parents not
RQO\ZLWQHVVHGWKHLUFKLOGUHQ¶VLQFUHDVHGFRQILGHQFHEXWDOVRWKHLUFKLOGUHQ¶VIHHOLQJVDERXW
learning took a further step toward believing in their own competence (i.e., self-efficacy). This
increased motivation and self-HIILFDF\SDUHQWVZLWQHVVHGLQWKHLUFKLOGUHQ¶VEHKDYLRULPSDFWHG
paUHQWV¶H[SHFWDWLRQVRIWKHLUFKLOGUHQLQDSRVLWLYHZD\&OHDUO\WKHSURFHVVRIXVLQJ/$3VLQ
WKHFODVVURRPQRWRQO\LQFUHDVHGWKHSDUHQWV¶XQGHUVWDQGLQJRIWKHLUFKLOG¶VSURJUHVVDQGVNLOOVLQ
the area of literacy but it also invited them to actively participate in this process.
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Outcomes for the teacher. As part of this study I implemented a reflective teaching
journal with the objective of documenting my teaching experiences during the year. My goal was
to discuss any instructional adjustments that were necessary to insure individual student progress
in the area of literacy development. A prominent theme of discovery regarding the information
revealed during the LAP process informed my instructional practice, supported by the
development of lesson enhancements (e.g., using creative visual prompts) and curriculum
support modifications (e.g., current events activity). The following outcomes resulted from using
the LAP process (i.e., the focus on gathering student information) and its influence on my
teaching decisions by: (a) helping me gain a deeper understanding of my students as learners
(i.e., their attitudes toward reading, how the students learned, their reading interests); (b)
providing a better understanding of the importance of ongoing dialogue; and (c) allowing me to
observe the power of reflection.
The first outcome from using the LAP process was its influence on my teaching decisions
by helping me gain a deeper understanding of my students as learners. I found that the
organization of the LAP process provided a structured plan that proved to be very beneficial
because the information helped to develop individualized instruction within the first week of
school. By using information provided by parents who completed questionnaires focused on their
chLOGUHQ¶VOLWHUDF\GHYHORSPHQWDQGUHDGLQJOHYHOLQIRUPDWLRQWDNHQIURPWKHLQLWLDOIRUPDO
reading assessment (i.e., DRA2) instruction was quickly focused on student progress. The results
of informal reading assessments (i.e., Interest Inventories) and informal writing (i.e., Spelling
Inventories) were also taken during the first week of school. The LAP process provided a strong
foundation for developing the learning environment and gave me insight to better understand my
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students as learners in the key areas of attitudes toward reading, how the students learn, and their
reading interests.
One key area of information obtained dealt with how the students perceived reading. This
LQIRUPDWLRQIRFXVHGPRUHRQWKHDIIHFWLYHIDFWRUVWKDWLQIOXHQFHVWXGHQWV¶DWWLWXGHs toward
reading. McKenna and Stahl (2009) wrote that our attitudes toward reading are shaped by the
following; (a) each and every reading experience; (b) our beliefs about what will happen when
we open a book; and (c) our beliefs about how those we hold in high regard feel about reading
(p. 204). As the LAP process unfolded, the knowledge of how my students perceived reading
(e.g., apprehensive to take risks) helped me to remember the factors that shape attitudes toward
reading when both developing reading lessons and delivering the instruction.
The second key area of information was gathered through the bi-weekly reading and
Writing Conference for Reading Responses embedded within the LAP process. The conference
questions promoted discussion between the students and me. Through this discussion about how
they (the students) would develop goals to improve their reading and writing skills, it provided
insight into how the students learn. One example of this occurred when Karl and Cate shared that
it was easier for them to understand the story they were reading when it had pictures for them to
see.
Students felt comfortable with the routine set up in the bi-weekly reading and Writing
Conference for Reading Responses and were more willing to share information through that
discussion format. I learned that my students were having difficulty understanding how
nonfiction books were organized and that one of my students really did not understand how to
tell the difference between some short vowels when she completed sorting words by short vowel
sound. Discussions with the students embedded within the LAP process during bi-weekly
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conferences helped me gain a deeper understanding of how students learned and that information
allowed me to make instructional changes based on the needs of a student.
Karoly and Franklin (1996) also found information obtained from portfolios useful in
working with a student identified as having a behavior disorder. They noted that using
information provided from a portfolio created a fresh DQDO\VLVRIWKHVWXGHQW¶VEHKDYLRU7KLV
QHZSHUVSHFWLYHUHVXOWHGIURPWKHGLVFXVVLRQVWKDWWRRNSODFHEHWZHHQWKHVWXGHQW¶VWHDFKHUVDQG
VRFLDOZRUNHUZKHQWKH\UHYLHZHGWKDWVWXGHQW¶VSRUWIROLRDQGVKDUHGWKHLUREVHUYDWLRQV7KH\
made modifications to thLVVWXGHQW¶VLQVWUXFWLRQDOHQYLURQPHQWE\JLYLQJKLPPRUHRSSRUWXQLWLHV
for movement during their class periods and allowing him to make some choices when he
planned his work. The researchers found that the work this student placed in his portfolio helped
his teachers see how well the student was able to compose written assignments, skills (e.g., his
unique skill of organizing a task) that may have been overlooked. Karoly and Franklin found that
performance-based assessments (i.e., portfolios) highlighted bRWKWKH³DFDGHPLFDQGSHUVRQDO
strengths of students ± strengths that may be overlooked or even judged pathological when
YLHZHGH[FOXVLYHO\WKURXJKWKHOHQVRIWUDGLWLRQDOSV\FKRPHWULFPHDVXUHV´ S 
7HDFKHUVLQ%HQVRQDQG6PLWK¶V  VWXG\DOVRXVed data taken from portfolios to help
guide their future skill lessons for elementary school students. In this study, researchers worked
with four first grade teachers who found that using portfolios in their classrooms provided
pertinent information about their students that encouraged the teachers to make changes to their
instructional practices (e.g., providing guided and center activities). Also revealed by the
teachers in this study was the theme of communication and awareness that kept occurring after
implementing portfolios in their classrooms. Daily feedback in the form of discussions with the
students when working with portfolios also changed how a teacher working with eight
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elementary school students identified with disabilities in the Thompson and Baumgartner (2008)
study instructed a writing assignment.
7KLVWKHPHRIFRPPXQLFDWLRQWKURXJKGLVFXVVLRQDOVRHPHUJHGLQ(]HOOHWDO¶V  
study when individual student communication emerged as a result of surveys, interviews, and
observations. When ZRUNLQJZLWKVWXGHQWVLGHQWLILHGZLWK,'´WKHWHDFKHUVH[SUHVVHGWKDW
VWXGHQWVZHUHPRUHH[FLWHGWRVKDUHWKHLUDFFRPSOLVKPHQWVDQGHYHQPRUHZLOOLQJWRFROODERUDWH´
when they were working with portfolios (p. 458). Discussion within the process of working with
SRUWIROLRVDOORZHGWKHWHDFKHUVLQWKH(]HOOHWDO¶VVWXG\WRDOVRPDNHLQVWUXFWLRQDOFKDQJHVEDVHG
on their increased understanding of their students as learners. Clearly, the LAP process
embedded with that continuous communication element provided me the time to assess realistic
and meaningful daily literacy tasks, provided ongoing and multiple opportunities for observation
and assessment, and informed my instruction and curriculum placing the children at the center of
the educational process.
The third key area of information that was gathered when working through the LAP
SURFHVVZDVWKHLQFUHDVHGNQRZOHGJHDERXWP\VWXGHQWV¶LQWHUHVWVLQWKHDUHDRIOLWHUDF\7KLV
knowledge was used to make instructional changes to lessons, such as the changes that motivated
Cate to write a fairy tale and present her story to our class. Through my ongoing discussions with
Cate about things she would like to write about she shared that she loved going to Las Vegas
ZLWKKHUIDPLO\$IWHUZRUNLQJZLWK&DWH¶VPRWKHUwe soon had pictures of Cate with our
FODVVURRP¶VVWXIIHGGXFNQDPHG*XVDWYDULRXVVLWHVLQ/DV9HJDVJLYLQJ&DWHWKHYLVXDOSURPSWV
she needed to write a fairy tale. For the first time, Cate had her motivation to write. The
increased knowledge pertaining to student interests that arose from the portfolio process was also
found by Ezell et al. (1999). Teachers in that study felt that portfolios helped them identify
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VWXGHQWLQWHUHVWV7HDFKHUVLQGLFDWHGWKDWWKH\XVHGWKHLUVWXGHQWV¶LQWHUHVWVWRKHOSJXLGH their
LQVWUXFWLRQ(]HOOHWDOVKDUHGWKDWRQHWHDFKHUFRPPHQWHG³7KH\OHDUQPRUHLILWLVVRPHWKLQJ
WKDWLVRILQWHUHVWWRWKHP´ S 
The second outcome resulting from using the LAP process was the increased
understanding of the importance of ongoing dialogue. The constant input of information
provided through also ongoing conversations driven by the LAP process became a continuous
opportunity to evaluate student progress and make instructional changes. As the teacher, I was
able to make changes and adjustments to the instruction making sure they mastered key elements
of literacy. This finding aligns with those from prior research on portfolios. The caregivers in
&DPSEHOOHWDO¶V  VWXG\ZRUNLQJZLWK\RXQJFKLOGUHQLQDGD\FDUHIDFLOLW\UHYealed that
HQJDJLQJLQWKHSURFHVVRIGHYHORSLQJLQGLYLGXDOSRUWIROLRVKHOSHGFDUHJLYHUVVHHWKH³ZKROH
FKLOG´WKH\ZRUNHGZLWKUDWKHUWKDQRQO\ORRNLQJDWWKHFKLOG¶VGLIILFXOWEHKDYLRURUGHILFLWV
based on disability labels. This change in perspective was also noted in the Karoly and Franklin
(1996) study. These researchers found traditional assessment results of their participant with a
behavior disorder to be in direct conflict with his portfolio assessment results.
I found that the ongoing dialogue with students that was a part of the LAP process began
to focus more on helping students think through how they completed their work using strategies
and tools they could use to improve their work, rather than just reacting to the grade that was
placed on the assignment. It was what the students had learned that began to influence my
teaching decisions, not the score they received on the assignment. Erickson, Hatch, and Clendon
 UHIHUWRWKLVDVSURYLGLQJLQIRUPDWLYHIHHGEDFNEHFDXVH³LWIRFXVHVRQXQGerstanding how
WKHVWXGHQWDFFRPSOLVKHGWKHWDVNUDWKHUWKDQRQWKHILQDOUHVXOWVRIFRPSOHWLQJWKHWDVN´ S 
This changed my priority in grading to make sure I provided immediate feedback so students
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could review their work, discuss how they could improve that work, and then strive to do a better
job on the next daily assignment.
7KHTXDOLW\RIWKHSDUWLFLSDWLQJVWXGHQWV¶ZRUNLPSURYHGEHFDXVHWKH\KDGWKH\NQHZ
what they could do to improve the next assignment (e.g., ask for help, use personal dictionary).
Students were beginning to not only understand themselves as learners; they were taking
ownership in their learning. Ezell et al. (1999) also found that the teachers in their study
indicated that they noticed this increase in the pride their students took when completing their
DFDGHPLFZRUN7KH\LQGLFDWHGWKDWWKHLU³VWXGHQWVDSSHDUHGWREHPRUHHDJHUWRVKDUHWKHLU
DFFRPSOLVKPHQWVDQGZHUHPRUHZLOOLQJWRVWULYHIRUEHWWHUTXDOLW\RIZRUN´ S ,QIDFWDOO
of the teachers in the Ezell et alVWXG\³UHSRUWHGWKDWWKH\KDGQRWLFHGWKHLUVWXGHQWVEHFRPLQJ
PRUHDXWRQRPRXV´ S 6LPLODUWRWKHILQGLQJVLQWKLVFDVHVWXG\(]HOOHWDOIRXQGWKDW
WHDFKHUVDWWULEXWHGVWXGHQWVWDNLQJRZQHUVKLSIRUWKHLUOHDUQLQJWRWKHVWXGHQWV¶LQYROYHPHQWLQ
the portfolio assessment process. Benson and Smith (1998) also found that teachers in their study
felt that using portfolios enabled their first grade students to become more articulate about
themselves as learners.
Another benefit of the ongoing dialogue created within the LAP process was that
conversations were concentrated on improving instruction. The students in this case study began
to positively respond to my feedback during the discussions that helped them think through how
they completed their work. During the conversations, students began to understand the various
parts of literacy learning correctly using words like fluency and comprehension to describe their
improvement. When they began writing reflections on their graded assignments and felt they
could improve that assignment, students were encouraged to take the opportunity to make those
improvements. During the time of this study there were only a few instances where students
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wanted to redo an assignment, but this approach seemed to nudge them toward taking steps
toward ownership of their learning. Students were beginning explore the idea of self-evaluation.
Similarly, Barootchi and Keshavarz (2002) found that using portfolios with female high school
students in an English as a foreign language SURJUDP ()/ ZDVDQLQWHJUDOSDUWRIWKHVWXGHQWV¶
learning. The portfolios provided the high school students with opportunities to be aware of and
overcome their academically based weaknesses through self-evaluation of their work.
Simply, through the LAP process, students in my classroom began to focus on how they
completed an assignment rather than just focusing on the final results of the completed
assignment. Ezell et al. (1999) found that teachers in their study reported that using portfolios
with tKHLUVWXGHQWVZLWK,'ZDVLPSRUWDQWEHFDXVHSRUWIROLRVIRFXVHGPRUHRQWKHLUVWXGHQWV¶
abilities rather than their disabilities. This finding was also revealed in the current study because
the LAP process not only focused on gathering student information but also on recognizing
student progress.
The third outcome resulting from using the LAP process was my observation of the
power of reflection. In this study, the LAP process, combined with my reflective teaching
journal, helped me continually analyze my teaching strengths and decisions I made regarding my
LQVWUXFWLRQ:D\VRIHQKDQFLQJFKDQJLQJRUHYHQH[SORULQJPHWKRGVWRWHDFKVWXGHQWV¶VSHFLILF
skills was addressed in lessons and even changed if needed. Lessons that emphasized the
importance of reading by linking it with everyday activities (e.g., getting a license to drive,
UHDGLQJDPHQX ZHUHHYDOXDWHGDQGLPSOHPHQWHG:D\VWROLQNWKHFRUHUHDGLQJSURJUDP¶V
words to a writing activity to help students generalize using the words they had worked on was
explored. My teaching methods were challenged to find new ways to measure comprehension
skills and in preparation for the mandated standardized testing my focus on writing instruction
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changed by having the students write extended writing responses when completing the LAP biweekly writing activity so they would have the needed practice. The power of reflection was
revealed throughout my reflective teaching journal, increasing my awareness to make important
instructional changes as the year progressed, but my biggest teaching challenge became evident
when my students began to complete their written reflections of the work samples they placed in
their LAPs.
Data revealed that student reflections began to change from expressing negative feelings
toward reaGLQJDQGZULWLQJZKHQORRNLQJDWWKHLUZRUNDV³VRPHWKLQJ,FDQ¶WGR´WRPRUH
SRVLWLYHIHHOLQJVZKHQORRNLQJDWWKHLUZRUNDV³VRPHWKLQJ,FDQIL[´$VZULWWHQLQP\UHIOHFWLYH
teaching journal, the process of teaching students how to reflect on the work they had already
completed became quite a challenge. I knew that it was an important skill for students to learn in
order to effectively assess their own work. After lessons were gathered and then implemented,
students began to strive to improve their grades by either redoing their work or correcting it but I
cannot say the instructional changes I made in teaching students how to use reflection as a
method of self-assessment directly impacted this change in their behavior.
I mplications for Practice
As HowaUG*DUGQHU  VKDUHG³2QO\LIZHH[SDQGDQGUHIRUPXODWHRXUYLHZRIZKDW
counts as human intellect will we be able to devise more appropriate ways of assessing it and
more effective ways of educating it´ (p. 4). With public education shifting to a standards or
outcomes based system holding both students and teachers responsible for learning it would
seem that it is essential to include them in the assessment process. The findings in this study
suggest that using literacy assessment portfolios with students identified with disabilities allowed
student involvement in the assessment process of their own work and resulted in their motivation
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to learn. Through the process of self-assessing their progress such action resulted in them taking
more and more ownership of their learning. Their involvement within the assessment process
with a focus of gathering evidence of their accomplishments, allowed them to learn how to think
about their learning and how to self-assess clearly, key components of metacognition (Davies
and Le Mahieu, 2003).
One implication for practice emerging from the study findings is to consider use of
alternative assessments. This study revealed that using alternative assessments (i.e., classroombased portfolios) in conjunction with standardized assessments could yield a more balanced
presentation of what students can do and could allow comparison of how the two assessment
approaches compared to each other. Given the discussions about the limitations of standardized
assessments and their potentially negative influence on the instructional process, it would seem
to be more appropriate to promote the use of portfolios to supplement information about a
VWXGHQW¶VSURJUHVVUDWKHUWRUHO\VROHO\RQLQIRUPDWLRQJDWKHUHGIURPVWDQGDUGL]HGDVVHVVPHQWV
This later information provides little that is helpful to improve teaching.
It is also concerning that one of the unintended consequences of standardized testing is an
increasing lack of focus on the individual student. Combining both portfolio and standardized
assessments allows more individualized achievement to be acknowledged. Using the LAP
process in classrooms may give educators a more holistic snapshot of student progress allowing
them to better pinpoint skill re-teaching opportunities that were demonstrated in this case study.
Keeping in mind that research has thus far not shown that one single approach to teaching
reading is successful with all children (Chall, 1967), using the LAP process may insure that a
more individualized curriculum could be implemented that provides the necessary skill
development some students may need to find academic success. Educators should consider
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organizing their instruction using the LAP process that would allow for the incorporation of
mandated reading programs as well as supplementing that instruction using other researched
methods. This method could help customize instruction to provide the needed individualized
approach to teaching students identified with disabilities how to read and write. Clearly, as was
demonstrated in this study, classroom-based portfolios (i.e., the LAP) provided multiple ways of
DVVHVVLQJVWXGHQWV¶OHDUQLQJRYHUWLPHDQGSURYLGHGQHHGHGVNLOOGHYHORSPHQWWKDWDOORZHG
myself, as the teacher, to take the opportunity to bring the focus on the ³LQGLYLGXDO´EDFNLQWRWKH
assessment process.
A second implication for practice arising from the study findings is the incorporation of
opportunities for students to reflect on and self-evaluate their work. Students in this study
became aware of the quality of their work and began to use self-directed skills to actively apply
strategies to improve their performance. Educators should consider providing many opportunities
across the school year for students to discuss selected work products with the teacher and each
other. As in this study, this may require careful scaffolding on the part of the teacher to support
this emerging self-reflection, but the result will be a deeper understanding of their strengths and
areas for growth in relation to their literacy skills.
A final implication for practice was found in the results of this case study that suggest
using literacy assessment portfolios with its structured system of gathering information about
student progress, positively affected instruction. This was beFDXVHWKH/$3¶VSULPDU\IRFXV
always came back to how to support student learning. Implementing the LAP process not only
helped inform instruction and curriculum, it placed students at the center of the educational
process. It allowed the student, parent, DQGWHDFKHUWKHRSSRUWXQLW\WRHYDOXDWHWKHVWXGHQW¶V
strengths and weaknesses with its ongoing opportunities for observation, assessment, and then
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reflection. A partnership of collaboration began to appear between students, their parents, and
myself, as the teacher focused on student progress. The continuous conversation format
embedded in the LAP process by using the LAP process promoted this partnership. Students
were given a voice to explain how and what they were doing. Parents witnessed their children
demonstrating the progress they were making by using the LAP as evidence of their
accomplishments. As the teacher in this study, I was given the opportunity to work through the
LAP process watching my students take this ownership with their attitudes toward reading and
writing changing from initial negative feelings toward a concentrated effort toward improving
their work.
Most importantly, the LAP process seemed to change the perspectives of the students, the
parents, and the teacher. The LAPs reinforced the idea that academic deficits could be changed,
and we had the evidence to prove it - leaving everyone involved in this process feeling they had
participated in that accomplishment. This implies that being involved in the LAP process used as
both a learning and assessment tool provided students identified with disabilities with the
opportunity to experience successful learning.
I mplications for Future Research
Since there are a limited number of peer-reviewed research studies pertaining to using
portfolio assessment in a special education classroom, more extensive and ongoing research
needs to occur as a critical component in the process toward validation. In this case study it was
shown that using portfolio assessment in the classroom was more than just a procedure for
collecting samples of student work. Instead, the process yielded important information about
students that facilitated improved instruction. Studies further exploring the use of portfolios in
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special education classrooms should focus on other academic areas besides literacy (e.g.,
mathematics, daily living skills). Doing so could be quite beneficial to improve student learning.
Research exploring the time required to implement portfolios in the classroom and
conduct portfolio conferences would also be quite beneficial. Ezell et al., (1990) and Hall and
Hewitt-Garvis (2000) both reported that teachers expressed concerns that using classroom-based
portfolios was time-FRQVXPLQJ$OORI(]HOO¶V  WHDFKHUVIRUH[DPSOHH[SUHVVHGWKDW
portfolios involved extra time for conferences and the overall organizational tasks. Hall and
Hewitt-Garvis reported that 64% of the fifth grade teachers who participated in their study spoke
of time restraints in applying portfolios in the classroom. Research that would explore methods
to reduce the time needed to implement portfolios in the classroom could provide important
information that might lead to greater use of these assessment approaches.
Developing a longitudinal study that followed students across several grades would be
XVHIXOWRILQGLIXVLQJSRUWIROLRVFRXOGKHOSDFTXLUHDEHWWHUXQGHUVWDQGLQJRIVWXGHQWV¶OHDUQLQJ
and achievement trends. Such research could provide a glimpse into what learning looks like
when reviewing student work samples and whether or not student interest when working with
portfolios fades over time. It might be beneficial to see if students continue to develop abilities
toward becoming more independent and self-directed learners across a longer period of time.
Studies that include students identified with disabilities designed to explore if using
portfolios might impact the expectations of teachers, related service staff members, and general
HGXFDWRUVZRXOGDOVREHXVHIXO HJVLPLODUWR&DPSEHOOHWDO  ¶VVWXG\LQa childcare
setting). If such a study showed that the expectations of general educators toward students
identified with disabilities improved after working with them in a portfolio process, what type of
impact might that have on their willingness to provide inclusive education? Would general
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educators feel more confident when modifying work when working with students identified with
disabilities? Could educational teams be developed to discuss ways to increase student learning
after using the information prRYLGHGLQDVWXGHQW¶VFODVVURRP-based portfolio? Finally, when
using classroom-EDVHGSRUWIROLRVRYHUVHYHUDO\HDUVFRQWLQXHWRUDLVHVWXGHQWV¶H[SHFWDWLRQV
toward learning?
A study exploring if using classroom-based portfolios with students identified with a
disability could further enhance communication among teachers; students and parents could also
provide information useful for instruction. For example, could using classroom-based portfolios
impact parent involvement in the school setting? Could this increase in communication about
student strengths and weaknesses continue to impact student learning? Could classroom-based
portfolios be used as a transition tool communicating student progress from year to year, school
to school while using student work samples as evidence of student progress?
Finally, with the recent moves requiring schools to adopt comprehensive district-wide
reading programs, studies using portfolios could help educators identify and even determine
effectiveness of that reading program when working with specific populations of students. Such
studies could explore the effectiveness of learning strategies/interventions used within that
adopted reading program. Effectiveness of such programs could also be examined by focusing on
how and if using an adopted reading program combined with classroom-based portfolios
encourages students to become independent readers. Research questions might include: could
using classroom-based portfolios give special educators the opportunity to not only implement
district mandated reading programs but also incorporate other aspects of literacy development
(e.g., sight word development, spelling) providing a more holistic and individualized curriculum
for students?
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Limitations
This case study has some limitations that must be considered in weighing its findings.
Since the data in this case study were collected in my special education classroom with myself in
the role as the teacher-participant and observer, it may be that my personal involvement in the
study distorted the way I perceived the events and situations that were described. There is also a
recognized bias based on my teacher/student working relationship that could distort my
observations. As the researcher in this case study my challenge involved my critical self-scrutiny
or active reflexivity. In my attempts to be neutral, objective, and detached, I found myself
frequently questioning my role as the researcher in this study and how this role impacted the
knowledge and evidence revealed in the study.
Related to the issue of time management, within this case study, the WRITE conferences
ZHUHGHVLJQHGWRUHYLHZDVWXGHQW¶V/$3ZLWKWKHVWXGHQWLQSUHSDUDWLRQRISDUHQWVWXGHQW-led
LAP conferences. It might have been more efficient if these conferences were also focused on
teaching students how to complete their Student Work Sample Comment Sheets. Clearly, the art
of reflection was quite a challenge to teach. Finally, this case study required a lot of time to
prepare documents (i.e., student reading materials, informal assessment materials). Early
preparation was the key to successful implementation.
Conclusions
This case study revealed that student learning improved when students were actively
involved in the classroom assessment process using classroom-based portfolios. It was also
UHYHDOHGWKDWVWXGHQWV¶LQYROYHPHQWLQFUHDVHGWKHLUPRWLYDWLRQWROHDUQ7KURXJKWKHFRQWLQXRXV
opportunities for observation and assessment, students were able to adjust their learning
behaviors and therefore improve their academic performance. In essence, students learned how
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to learn. This also seemed to impact their quality of work and change their expectations of their
own performance. Having the opportunity to share their progress with others gave them a sense
of purpose and even a sense of responsibility to not only complete their work but also check their
work for mistakes before turning it in for evaluation.
Also revealed in this case study was that parents began to better understand what their
children were learning. They began to appreciate instructional approaches that were used and
supported those approaches at home. When compared to prior experiences of using standardized
assessment results, classroom-based portfolios provided parents with a more complete snapshot
of thHLUFKLOGUHQ¶VJURZWKDQGGHHSHUXQGHUVWDQGLQJRIWKHLUFKLOG¶VVWUHQJWKVDQGDUHDVIRU
improvement. This process of using classroom-based portfolios seemed to encourage the
involvement of parents as members of the learning community with the constant exchange of
LGHDVDQGLQIRUPDWLRQWKH\FRXOGXVHWREHWWHUVXSSRUWWKHLUFKLOGUHQ¶VOHDUQLQJ
Finally, this case study allowed me, as the teacher, to better understand my students as
learners by working through the LAP process. Discussions within the classroom focused on
VWXGHQWSURJUHVVDQGKRZWKLVSURJUHVVFRXOGEHLPSURYHG,OHDUQHGZKDW³HYLGHQFHRIOHDUQLQJ´
looked like by reviewing student work samples over time. The process of using classroom-based
portfolios created a much needed and positive partnership between the student, the parents, and
WKHWHDFKHUZLWKRQHJRDOVWXGHQWSURJUHVVWRZDUGDFDGHPLFDFKLHYHPHQW³7HOOPHDQG,IRUJHW
6KRZPHDQG,UHPHPEHU,QYROYHPHDQG,XQGHUVWDQG´ &KLQHVHSURYHUE 
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Table 1: Research Matrix for Review of Literature
Study
Barootchi, N.
K., Keshavarz,
M. H. (2002)

Purpose
To establish whether
portfolio assessment
contributes to English as
a foreign language (EFL)
OHDUQHUV¶DFKLHYHPHQW
and their feeling of
responsibility towards
monitoring their progress
and whether or not there
is a correlation between
portfolio assessment
scores and those of
teacher-made tests.

Participants
60 Iranian 16year-old
female highschool
sophomores.

Measures
Portfolio assessment
evaluated by a
grading checklist,
achievement test,
satisfaction
questionnaire
designed to retrieve
the attitude of
participants towards
their learning
experiences within
these classes.

Design
Group design
of 2 groups
(experimental
and control).

Results
Showed correlation
between the teachermade achievement tests
scores and portfolio
assessment scores
(t=3.47). The
experimental group
student mean
achievement test scores
were significantly higher
than those of the control
group.

Benson, T. R.
& Smith, L. J.
(1998)

7RGHVFULEHWHDFKHUV¶
experiences as they
attempted to implement
portfolio assessment in a
first grade setting: To
investigate ways teachers
utilized portfolios in
their classrooms.

Four teachers
with 1st grade
classrooms.

Anecdotal records
from workshops

Qualitative
Descriptive
Study

Portfolios helped
communicate progress
more effectively with
parent and increase
student awareness of
their FKLOG¶Vliteracy
development and their
FKLOG¶Vself-assessment
skills. Portfolios
encouraged WHDFKHU¶Vto
make changes to their
instructional practices.
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Study
Campbell, P.
H. Milbourne,
S. A. &
Silverman, C.
(2001)

Purpose
To explore the impact of
a specifically designed
professional
development activity on
the attitudes and
perspectives of childcare
providers.

Participants
65 urban,
infant toddler
childcare staff
members.

Measures
Ratings of pre- and
post- project stories.
Quality ratings of
portfolios (i.e., 1 for
outstanding, 2 for
good, 3 for
reasonable, and 4 for
less than reasonable.

Design
Pre- and postproject scores.
Thematic
analysis of
stories.

Ezell, D.,
Klein, C. E. &
Ezell-Powell,
S. (1999)

To analyze the possible
role that portfolios may
play in the education of
individuals with
intellectual disabilities.

The number of
student
participants
was not noted
in study.

Surveys with
demographic and
open-ended
questions.
Interviews of

Qualitative ±
Constant
comparison
method for
data analysis.

Results
Significant difference
(t=6.217, p=0.00)
between total numbers of
strengths- based themes
between pre-and postscores. There were
significant changes for
the themes of disability,
general, and context.
There was no significant
correlation between the
quality ratings and the
amount of change in preand post- story scores.
Qualitative results
showed that post-story
reflected a greater sense
of competence on the
part of caregivers.
Caregivers also placed
more emphasis on the
³ZKROHFKLOG´UDWKHUWKDQ
just development or
behavior. Portfolio
project increased the
FDUHJLYHU¶VLQYROYHPent
with families.
Portfolios enhanced
VWXGHQW¶VH[SUHVVLYH
language skills. Teacher
conferences were
enhanced by providing a
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Study

Purpose

Hall, B. W. & To examine the
Hewittinstructional, learning,
Gervais, C. M. and assessment roles of
(2000)
student portfolios within
elementary classrooms.

Participants
Student
participants
were identified
with
intellectual
disabilities.
There were 27
teacher
participants
and 5 parent
participants.

Measures
teachers pertaining
to their use of
portfolios.
Informal
observations noting
portfolio
implementation
within classrooms.

Design

Results
visual representation
(i.e., portfolios) and were
useful tools for meeting
and explaining the
attainment of IEP goals.
Portfolios helped
increase self-esteem,
self-advocacy and goal
setting skills, in making
decision and choices and
in student self-reflection
and self-assessment.
Teachers found that it
took a lot of time to plan,
spend time explaining to
student and parents of the
portfolio process. All
teachers shared that
using portfolios involved
a lot of time keeping
UHFRUGVRIWKHVWXGHQW¶V
work and prompt
VWXGHQW¶VWRFKDUWWKHLU
academic growth.

Teachers in 13
schools,
constituting a
representative
sample of the
26 elementary
schools in a

Teacher survey
questionnaire with
categorical response
options (yes or no)
and multipoint
scales, interview
questions with

Quantitative:
two-factor
multivariate
analysis of
variance
(Manovas).

Statistically significant
relation between
teaching, level of
teachers, and content of
the performance
portfolios.(p<.0354).
78% of items were
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Study

Purpose

Participants
midsize
Florida school
district.

Measures
probing areas such
as criteria for
includes of materials
in portfolios, role of
portfolios is grading,
LPSDFWRQVWXGHQW¶V
self-evaluation,
work habits,
motivation, and
academic
performance. Also
LPSDFWRQWHDFKHU¶V
planning and
delivery, and impact
RQWHDFKHU¶V
communication and
interaction with
parents.

Design

Results
written work. There was
no significant effect
found for classroom
environment. There was
a significant relationship
between teaching level
and access to
performance portfolios,
ratings on the importance
of portfolio purposes,
ratings of the importance
of performance
portfolios, and ratings of
the importance of
working portfolios for
the specific classroom
functions, frequency of
use, and the importance
of selected elements for
evaluating portfolios.
Data gathered from
interviews, when asked
whether the use of
portfolios has impacted
WKHLUVWXGHQWV¶VNLOOVLQ
self-reflection ± 59% of
the interviewees
responded affirmatively.
In the area of
communications with
parents, students, and
other teachers ± 89% of
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Study

Purpose

Karoly, J. C. & To demonstrate how
Franklin,
C. portfolio assessment can
(1996)
improve the strengthsbased assessment of a
FKLOG¶VDFDGHPLF
competencies using a
case study conducted by

Participants

Measures

Design

Results
the interviewees spoke of
the value of portfolios in
parent conferencing and
related activities with
parents. 59% spoke
approvingly of portfolios
when used in parentteacher communicated.
66% of the interviewees
expressed the belief that
portfolios helped in the
area of communication
with other teachers. 64%
of teachers reported that
portfolios had a positive
effect on their teaching.
59% reported an impact
of portfolios on their
student assessment
techniques while 70%
reported using portfolios
in the process of deriving
grades for report cards
and progress cards.

A 10 year old
African
American male
special
education
student
initially

Three 90-minute
observations and
three interviews.
Portfolios consisted
of three notebooks
of documents with
student work

Case Study

Student identified with
behavior disorder.
6WXGHQW¶VIUHTXHQW
fantasizing ± regarded as
pathological in the
traditional assessment ±
was regarded as an asset
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Study

Rhine, S. &
Smith, E.
(2001)

Purpose
an associate
psychologist.

Participants
diagnosed by
another school
district as
having
dysthymia and
overanxious
disorder. Two
teacher
participants
and social
worker were
involved.

Measures
Design
samples. WoodcockJohnson Battery and
portfolio
assessment.

To develop assessment
tools that were authentic
such as portfolios to be
used in the classroom

Two first grade Surveys, interviews,
classrooms for performance
18 weeks.
assessment (e.g.
portfolios), rubrics,
checklists, informal
observations, test
observations.

Action
Research

Results
for him in the classroom.
Such behavior seemed to
be the studHQW¶VXQXVXDO
way of daydreaming for
a written assignment.
Portfolio assessment
uncovered that all three
teachers had built in
opportunities for the
student for movement
during their class periods
and some choices about
planning his work to
insure his academic
success. There were
direct conflicts with
results of standardized
assessments and portfolio
results.
Performance assessments
(e.g. portfolios) showed
fewer instances of
anxious behaviors.
Academic information
about the child was
provided for teachers
immediately following
the performance
assessment. Most parents
indicated that the
authentic assessments
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Study

Thompson, S.
&
Baumgartner,
L. (2008)

Purpose

Participants

Measures

Design

To explore the use of
portfolios in an
elementary classroom
from the dual
perspectives of the
students with disabilities
and of the teacher.

Eight student
participants in
the 2nd, 3rd, and
4th grade. One
teacher
participant
who was the
second author
of study. There
were two
teaching
assistants who
facilitated the
interviews.

Research journal
Qualitative
completed by
exploratory
teacher, semicase study.
structured interviews
with individual
students that are
tape-recorded and
professionally
transcribed.

Results
were either very
beneficial or somewhat
beneficial in helping
them learn about their
FKLOG¶VDFDGHPic
progress.
It was found that
portfolios are timeconsuming but
researchers shared they
had inadvertently placed
too much emphasis on
portfolio appearance
rather than portfolio
function. Students
reported feelings of
satisfaction regarding
their portfolios even in
areas they found
challenging (i.e., writing
and comprehension
skills). Students had
trouble reflecting on the
learning activities.
Recommended future
research focused on
teaching metacognition
within the portfolios for
students with disabilities.
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Table 2: Data Stored in I ndividual Student Files
Type of Item/Category

Description

Time Frame of Collection

Background Information

7DNHQIURPVWXGHQWSDUWLFLSDQW¶V,(3

December

Parent Questionnaires: Getting to Know Your
December
&KLOG*HWWLQJWR.QRZ<RXU&KLOG¶V/DQJXDJH
and Literacy Practices
Formal Reading Assessments

Direct Reading Assessment ± DRA2

Two to three times

Qualitative Reading Inventory ± QRI-5

One to two times
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Table 3: Data Stored in Student Literacy Assessment Portfolio (LAP)
Type of Item/Category

Description

Time Frame of Collection

LAP Introduction letter

Student composed letter introducing purpose of
LAP (i.e., date entries and compare) and table
of contents

Completed in December

Student LAP Reflection

Student composed a written piece describing
their interests and attitude and their expectation
for the school year in the area of literacy.

Reviewed December, May

Reading Log

Logging type of book (i.e., fiction, nonfiction),
date read, title of book, and the author of the
book. Also there was a Reading Counts graph
with three genres (i.e., Land of Enchantment,
Newbery, Biography) and stickers toward
earning a t-shirt.

Ongoing from December through May

Student Work Samples

Student Comment Sheets attached an example
of their work in the area of literacy.

Added to LAP on a weekly basis starting
in December through May

Informal Reading Assessments

Bi-weekly fiction and nonfiction reading sheets
with comprehension assessments (i.e., retelling
rubric, multiple-choice test) and reading
analysis.

Bi-weekly starting in January through the
end of the year

Interest Inventory

January, May

Reading Attitude Survey

January, May
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Type of Item/Category

Description

Time Frame of Collection

Informal Writing Assessments

Bi-weekly Writing Conference for Reading
Responses after students responded in writing
to an extended response question related to the
book assigned (i.e., fiction, nonfiction)

Bi-weekly starting in January through the
end of the year

Words Their Way Elementary Spelling
Inventory Feature Guide

Two times

Writing Project Conferences completed after
March, April, May
each writing project (i.e., informational report,
fairy tale, and science experiment). Each project
includes a writing rubric and a presentation
rubric.
Family Sharing Response

A section of the LAP that parents constructed,
GDWHGDQGVLJQHGQRWHVUHIOHFWLQJWKHLUFKLOG¶V
progress as seen in the LAP.

March, May

WRITE Conferences for LAP

Written Reflections of Integrated learning for
Teacher-Student Exchange (WRITE)
Conferencing Guide were completed with each
student-participant after reviewing their work in
LAP, bi-weekly reading/ Writing Conference
for Reading Responses that apply and contents
in LAP (i.e., LAP Introduction Letter, Student

Before student-led parent/teacher
conferences
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Type of Item/Category

Description

Quarterly Assessment
Summary

LAP Reflections, Student Reading Log (i.e., #
of book read, book club status).
A summary of student background information,
formal assessments, informal assessments.

Portfolio Assessment Criteria
Checklist for Teachers

Used as a form to check quality assurance
making sure that the portfolio focused on the
process of assessment rather than just a
depository of student work.

Time Frame of Collection

March, May
January, April, May
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Table 4: Additional Types of Data Collected
Type of Item/Category

Description

Time Frame of Collection

A reflective teaching journal
completed by teacher-participant

The objective was to focus on what the
teacher-participant saw in the classroom that
was related to literacy, the progress students
were making, and the instructional decisions
that were made as the year progressed.

December through May

Initial and Final structured
interviews with parentparticipants.

Interviews have protocols to follow with 4
questions. Interviews were audiotaped and
transcribed by the teacher-participant.

December and May

Parent/student-led LAP
Conferences during Parent
Teacher conference cycle

Focused on the progress of individual
students using both the LAP and the
Standardized Based Progress Report. Parents
gave oral permission for conferences to be
audiotaped as a way to support note taking
by the teacher-participant.

Parent/student-led LAP Conference #1
March
Parent/student-led LAP Conference #2
May ± this was combined with final
parent interview

Database File developed using
FileMaker Pro 10

Set up within three areas of literacy (i.e.,
reading, writing, word study) and had
assignments such as fiction & nonfiction
book conferences, written extended response
question conferences, homework, writing
prompts, spelling sorts, writing rights, and
decoding sheets. They were student work
samples scanned into files.

Ongoing throughout year.
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Appendix A
I nitial I nterview Protocol: Parent Participant
Opening Statement: First, I would like to thank you for your participation in this study. As I
explained to you before you gave your permission to participate, I am conducting a research
project focused on how Literacy Assessment Portfolios can be used to assess and guide literacy
development of students with mild, moderate or severe disabilities. As a parent participant in this
study, the information you provide through this interview is valuable. Within this research, you
will be identified with a pseudonym so your true identity will never be revealed. The notes from
this study, audio-recording tapes, and transcripts of this interview will be locked in my office and
used as part of my data analysis. Remember that you are free to withdraw your participation in
this research at any time. I will publish the results from this research as part of my dissertation.
Do you have any questions or comments so far?
 :KDWNLQGRILQIRUPDWLRQKDYH\RXUHFHLYHGLQWKHSDVWDERXW\RXUFKLOG¶VOLWHUDF\
development and skills?

2.) Tell me how you felt about this? What did you learn from this information?

3.) What would you like to have learned about your child?

4.) What kind of information would you liked to have received? How would you have liked to
receive this information?

Thank you again, for participating in this discussion. Do you have any remaining questions that I
can answer?
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Appendix B
Final I nterview Protocol: Parent Participant
Opening Statement: First, I would like to thank you for your participation in this study. As I
explained to you before you gave your permission to participate, I am conducting a research
project focused on how Literacy Assessment Portfolios can be used to assess and guide literacy
development of students with mild, moderate or severe disabilities. As a parent participant in this
study, the information you provide through this interview is valuable. Within this research, you
will be identified with a pseudonym so your true identity will never be revealed. The notes from
this study, audio-recording tapes, and transcripts of this interview will be locked in my office and
used as part of my data analysis. Remember that you are free to withdraw your participation in
this research at any time. I will publish the results from this research as part of my dissertation.
Do you have any questions or comments so far?
 :KDWNLQGRILQIRUPDWLRQKDYH\RXUHFHLYHGWKLV\HDUDERXW\RXUFKLOG¶VOLWHUDF\GHYHORSPHQW
and skills?

2.) Tell me how you felt about this? What did you learn from this information?

3.) What would you like to have learned this year about your child?

4.) What kind of information would you liked to have received? How would you have liked to
receive this information?

Thank you again, for participating in this discussion. Do you have any remaining questions that I
can answer?
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Appendix C
I nterest I nventory
Name ________________________________ Date ______________ Grade _____________
1. Do you like to read?

_____YES

____SOMETIMES

____NO

2. How often do you read for pleasure or how often does someone read to you?
____everyday ____several times a week
____a few times a week
____never

____seldom

3. What kind of books do you like to read? (check as many as they pick)
____animal

____science

____people

____science fiction

____mysteries

____funny

____series

____folktales ____plays

____jokes

____books with pictures

____chapter books

____true stories

____myths

____sports

____make-believe stories
____poetry

____books without pictures

____dinosaurs

____comic books

4. Who is your favorite author?_________________________________________
5. What is your favorite book? __________________________________________
6. What book would you like to read?_____________________________________
7. What magazines would you like to read?________________________________
8. Which do you like best? ________hardcover books

_____softcover books

Why?___________________________________________________________
9. What helps you choose a book to read?________________________________
10. Would you like to say anything else about the types of books you like to read?
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Appendix D
Elementary Reading Attitude Survey
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Appendix D ± p. 2
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Appendix D ± p. 3

240
Appendix D ± p. 4
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Appendix F
*HWWLQJWR.QRZ<RXU&KLOG¶V/DQJXDJHDQG/LWHUDF\3UDFWLFHV
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Appendix G
Reading Conference: Fiction
Student Name:_________________________ Date:_______
Title of the Book:____________________________ Reading a-z LEVEL:______
Author:_______________________
Directions:
Put a check if the student can answer the following questions:
_____1. How did you decide to pick this book to read?
_____2. Was this book easy, just right, or challenging for you to read?
_____3. Describe the setting in the story.
_____4. Describe the main character, and give at least three telling details.
_____5. What do you think was the main problem in the story?
_____6. How was the problem solved?
_____7. What was your favorite part of this book?
_____8. Did anything surprise you in the story?
_____9. How would you rate this book? OK GOOD VERY GOOD FANTASTIC
____10. What book will you choose to read next? Title:_________________
____11. What reading goal would you like to make when reading a book that is fiction for the
next conference?
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Appendix H
Reading Conference: Nonfiction
Student Name:_________________________ Date:_______
Title of the Book:___________________________ Reading a-z LEVEL:_____
Author:_______________________
Directions:
Put a check if the student can answer the following questions:
_____1. How did you decide to put this book to read?
_____2. What did you like best about this book?
_____3. Tell about four (4) new things you learned.
_____4. What did you notice about the illustrations?
_____5. :RXOG\RXOLNHWRZULWHDVSHFLDOUHSRUWRQWKLVWRSLFLQ:ULWHU¶V
Workshop?
_____6. What book will you choose to read next?
Book Title:__________________________________
_____7. What reading goals would you like to make for this type of book?
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
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Reading Analysis

DRA Level:________

Grade Level:_______

1.) What did the reader do when unknown words were encountered
(check all that apply).
Made an attempt in these ways:
____used meaning cues

____used structure cues

____used letter/sound cues

____made repeated tries

____used pictures

____skipped it and read on

____used memory

____looked at another source

2.) Which cue system did the reader use most often?
3.) How often did the reader attempt to self-correct when meaning was not maintained?
(Circle one): always frequently sometimes seldom never
4.) How often did the reader make repetitions?
(Circle one): always frequently sometimes seldom never
5.) Did the reader read fluently?
(Circle one): always frequently sometimes seldom never
6.) Did the reader attend to punctuation?
(Circle one): always frequently sometimes seldom never
FLUENCY:
Total words read:_______, # of errors: ________
Total words read - # of errors= #of correct words:______
Accuracy %: # of correct words/# of words = ______X 100 = _______ (fluency rate)

COMPREHENSION: RETELLING WHAT WAS READ (Circle one)
Outstanding (>50%)
COMMENTS:

Adequate (25%-50%)

Inadequate (>25%)

248
Appendix J
Writing Conference For Reading Response
Name:______________________________________

Date:_______________

Title of book student read:_________________________________________
The student was given three questions to answer in their Reading Response:
1.) What connections to you make with the book (text-to-text, text-to-self, text-to-world)?
2.) Which character would you like to be in the book? Why?
3.) What did you learn after reading the book?
6WXGHQW¶V6HOI-Evaluation (dictated by student):
What do you like about this writing piece?
________________________________________________________________________
________________________________________________________________________
Did you use your personal Spelling Dictionary or other spelling source?
________________________________________________________________________
________________________________________________________________________
Did you use your best handwriting skills?___________
Did you check your writing piece for capitals and end points?_____________
What would make your writing better?
________________________________________________________________________
________________________________________________________________________
What type of help do you need to improve in the area of writing?
________________________________________________________________________
_______________________________________________________________________
What writing GOALS you like to make?
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
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7HDFKHU¶V(YDOXDWLRQ:
Writing Stages:
_____Emergent: scribbles, recognizes letters and letter names, writes
random letters or numbers or copies randomly, displays
some knowledge of letter sounds.
_____Beginning: sentences are abrupt and choppy, spelling, grammar,
and punctuation errors are frequent, components such
as title is limited or absent, lack of conclusion.
_____Early Developing: repeats sentence patterns, basic grammar and
word usage, sentences lack uniformity and complexity,
unnecessary ideas and details.
_____Developing: writing flows but lacks sentence variation, spelling,
grammar, and punctuation generally accurate with
few errors, format generally neat, has introduction but
it is brief.
_____Fluent:
writes with a purpose, varies writing, spells most words
correctly, usually uses correct capitalization and
punctuation, writing flows, organized in a meaningful
and an effective way.
Language Mechanics:
_____Capitalizes the first word in a sentence
BBBBB&DSLWDOL]HVWKHZRUG³,´
_____ Capitalizes names
_____ Includes correct end punctuation (?.)
_____ Uses legible handwriting - _____________
COMMENTS:
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
INSTRUCTIONAL NEEDS:
________________________________________________________________________
________________________________________________________________________
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6WXGHQW¶V:RUk Sample Comments for LAP
STUDENT NAME:_________________________DATE:_______
WORK SAMPLE:____________________________________________

How I did this piece:

What I like about it:

What I wish I could change about it:
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Writing Conference for Writing Project #___With Rubrics
Name ________________________________ Date _________________________
TITLE OF WRITING
PROJECT:_______________________________________________________
6WXGHQW¶V6HOI-Evaluation (dictated by student):
What do you like about this writing project:
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
What book(s) did you use as sources or inspiration?
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
_________________________________________________________
Did you use your best handwriting skills?_______________
Did you check your writing projects for spelling, capitals, and end points?_____________
What do you think would make your writing project better?
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
What type of props (e.g. posters, items for demonstration) did you use for your presentation?
______________________________________________________________________________
______________________________________________________________________________
What type of help do you need to your writing skills?
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
What do you think is the best thing(s) about your writing project and your presentation?
______________________________________________________________________________
______________________________________________________________________________
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WRITING PROJECT RUBRIC
CATEGORY

4

Sentence fluency

Every paragraph
has sentences that
vary in length

Grammar &
Spelling
Conventions

Writer makes no
errors in grammar
or spelling that
distract the reader
from the content

Penmanship

3

2

1

Almost all
paragraphs have
sentences that vary
in length
Writer makes 1-2
errors in grammar or
spelling that distract
the reader from the
content

Some sentences
vary in length

Sentences rarely
vary in length

Writer makes 3-4
errors in grammar
or spelling that
distract the reader
from the content

Paper is neatly
written or typed
with no distracting
corrections

Paper is neatly
written or typed
with 1 or 2
distracting
corrections (e.g.,
messy writing)

Organization

Details are placed
in a logical order
and the way they
are presented
effectively keeps
the interest of the
reader

Voice

The writer seems
to be writing from
knowledge or
experience. The
author has taken
the ideas and made
WKHP³KLVRZQ´

Details are placed in
a logical order, but
the way in which
they are
presented/introduced
sometimes makes
the writing less
interesting
The writer seems to
be drawing on
knowledge or
experience, but there
is some lack of
ownership of the
topic

The writing is
generally readable,
but the reader has
to exert quite a bit
of effort to figure
out some of the
words
Some details are
not in a logical or
expected order,
and this distracts
the reader

Writer makes more
than 4 errors in
grammar or
spelling that
distract the reader
from the content
Many words are
unreadable OR
there are several
distracting
corrections

TOTAL SCORE:_________
COMMENTS:

The writer relates
some of his own
knowledge or
experience, but it
adds nothing to the
discussion of the
topic

Many details are
not in a logical or
expected order.
There is little sense
that the writing is
organized
The writer has not
tried to transform
the information in
a personal way.
The ideas and the
way they are
expressed seem to
belong to someone
else.
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WRITING PROJECT PRESENTATION RUBRIC
CATEGORY
Preparedness

Comprehension
of topic

Uses complete
sentences when
answering
questions
Stays on topic

Volume

Enthusiasm

4

3

2

1

Student is
completely
prepared and has
obviously
rehearsed
Student is able to
accurately answer
almost all
questions posed by
classmates about
the topic
Always (99-100%
of time) speaks in
complete sentences

Student seems
pretty prepared but
might have needed
a couple more
rehearsals
Student is able to
accurately answer
most questions
posed by
classmates about
the topic
Mostly (80-98%)
speaks in complete
sentences

The student is
somewhat
prepared, but it is
clear that rehearsal
was lacking
Student is able to
accurately answer
a few questions
posed by
classmates about
the topic
Sometimes (7080%) speaks in
complete sentences

Student does not
seem at all
prepared to present

Stays on topic all
(100%) of the time

Stays on topic
most (99-90%) of
the time
Volume is loud
enough to be heard
by all audience
members at least
90% of the time

Stays on topic
some (89%-75%)
of the time
Volume is loud
enough to be heard
by all audience
members at least
80% of the time

It was hard to tell
what the topic was

Facial expressions
and body language
sometimes
generate a strong
interest and
enthusiasm about
the topic in others

Facial expressions
and body language
are used to try to
generate
enthusiasm, but
seem somewhat
awkward

Very little use of
facial expressions
or body language.
Did not generate
much interest in
topic being
presented

Volume is loud
enough to be heard
by all audience
members
throughout the
presentation
Facial expressions
and body language
generate a strong
interest and
enthusiasm about
the topic in others

TOTAL SCORE:________
COMMENTS:

Student is unable
to accurately
answer questions
posed by
classmates about
the topic
Rarely speaks in
complete sentences

Volume often too
soft to be heard by
all audience
members
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Written Reflections of I ntegrated learning for
Teacher-Student Exchange (WRI TE) Conferencing Guide
Student Name:_________________________ Date:_______
1.) What is your best work? What makes it
so?___________________________________________________________________________
______________________________________________________________________________
 +RZGRHVWKLVFRPSDUHZLWKODVWPRQWK¶VEHVWZRUNRURWKHUZRUN\RXGLGQRWLQFOXGH"
______________________________________________________________________________
______________________________________________________________________________
3.) After reviewing your Reading Conference/Skill Analysis and your comprehension tests, how
do you feel about your reading skills?
______________________________________________________________________________
______________________________________________________________________________
4.) What are your reading goals for the next month? Is there a strategy you would like to work
on?
______________________________________________________________________________
______________________________________________________________________________
5.) What would you like to improve in your writing? Are you using your writing resources (e.g.,
personal dictionary, writing checklist)?
______________________________________________________________________________
______________________________________________________________________________
6.) How can I, the teacher, help you?
______________________________________________________________________________
______________________________________________________________________________
7.) Since the last conference, what book do you want to discuss because it was (a) so good, (b)
so bad, or © so special in some way?
______________________________________________________________________________
______________________________________________________________________________
8.) What are you most pleased about with regard to your learning?
______________________________________________________________________________
______________________________________________________________________________
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9.) What ideas have you been thinking about, or what piece of information have you learned that
you want to discuss at the LAP conference?
______________________________________________________________________________
______________________________________________________________________________
10.) What would you particularly like to share with your family?
______________________________________________________________________________
______________________________________________________________________________
--------------------------------------------------------------------------------------------------------------------Introduction Letter:_______________________________________
Student Reflections:_______________________________________
Reading Log:_____________________________________________
# of books read:_________ Book Club Status:________________
Portfolio Assessment Criteria Checklist for Teachers:___________________________________
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Portfolio Assessment Criteria Checklist for Teachers
Portfolio Components

1st

2nd

3rd

Comments

Shows evidence of literacy development
Shows students involvement in selection of pieces of
work demonstrating learning
Shows raw data and summarizing data
Shows no conflict in purposes within the portfolio
Shows a collection of student work samples throughout
school year
Shows evidence of student involvement in the selfreflection process
Includes contents different from the cumulative folder
Includes contents generated from multiple procedures
&RQWDLQVWKHWHDFKHU¶VRZQLQVWUXFWLRQDOUHIOHFWLRQV
Shows evidence of teacher and student collaboratively
setting goals
Shows evidence of student-teacher conferences
pertaining to portfolio
Shows student involvement in self-assessment process
Shows evidence of tasks that were performed in
authentic contexts
Shows that portfolio included a mutually agreed upon
criteria for evaluation

Modified checklist from Ezell, Klein, Ezell-Powell (1999).
Empowering students with mental retardation through
portfolio assessment: A tool for fostering self-determination
skills, Education and Training in Mental Retardation and
Development Disabilities, 34(4), 453-463.
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Quarterly Assessment Summary
Background Information:
Document used for Information
IEP Review Date:
Reevaluation Date:

:KDW,OHDUQHG«

Working File:
Cum File:

Formal Assessments:
DRA (Attach DRA2 Continuum)
Date:
Level:
Grade:
Reading Engagement score:
Oral Reading score:
Comprehension score:
Reading Engagement:

QRI (Attach QRI Assessment)
Date:
Level:
Grade:
Total Miscues:
Total Meaning-Change Miscues:
Accuracy level:
Acceptability
level:_________________________
Score:___________Level:_________________ ---------------------------------------------------Comprehension questions:
Oral Reading Fluency:
# correct explicit:________
# correct implicit:________
Score:___________Level:_________________ Total correct:_________
Comprehension:

Comprehension Level:

Score:___________Level:_________________ _______independent
_______instructional
TOTAL:
_______frustration
Score:___________Level:_________________
Comments:

Comments:
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Informal Assessments:
DOCUMENT
Interest Inventory

:+$7,/($51('««

Elementary Reading Attitude
Survey

Parent Questionnaire: Getting to
Know Your Child

Parent Questionnaire: Getting to
.QRZ<RXU&KLOG¶V/DQJXDJH
and Literacy Practices

Reading Conferences:

Writing Conference for Reading
Response:

Date:_______________ Type of
Book:_________________
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Appendix P
Fiction Retelling Scoring Form
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Appendix Q
Nonfiction Retelling Scoring Form

261
Appendix R
Words Their Way Elementary Spelling I nventory Feature Guide

